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Problem
With bilingualism now a world-wide phenomenon, language has 
become a powerful force for unity both at home and abroad. This, 
along with increased immigration, has emphasized the need for the 
study of second or foreign languages. In the United States, bilin­
gualism and the learning of English as a second language are 
outstanding educational problems.
Psycho-socio-cultural factors, attitudes, and motivation 
affect second language learning perhaps even more than age, aptitude,
or methodology. The second language teacher must be aware of the
existence and importance of these factors and their inherent 
problems. This study sought to classify and rate the importance of
2
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certain factors influencing the learning of a second language; to 
compare the interests, attitudes, activities, concerns, and study 
habits of students learning English as a second language with those 
of students learning French, German, and Spanish; and to recommend a 
counseling-teaching approach which would alleviate psychosocial or 
socio-cultural problems related to the learning of a second language.
Method
Forty— four teachers and forty-five students responded to a 
Factor Rating List (FRL) to classify, rate, and rank factors influ­
encing the learning of a second language. The Second Language 
Attitude Questionnaire (SLAQ) was administered to one hundred and 
eighty-nine students in the French, German, Spanish, and English as 
a second language (ESL) classes at Andrews University during the 
winter quarter, 1978. The questionnaire was used to compare six 
variables related to learning a second language: interests, impor­
tance, attitudes, activities, satisfaction, and study habits. Five 
null hypotheses were tested using chi-square analysis, categorical 
scaling, product-moment correlation, paired-comparison scaling, multi­
variate analysis, and discriminant analysis.
Findings
Teachers and students responded very similarly in most of 
their classifications of factors related to second language learning, 
classifying the majority of the factors as primarily pychosocial or 
socio-cultural. Both groups indicated that motivation and the will­
ingness to learn and be taught were the most important factors.
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Hypothesis 1, that there is no significant difference in the classi­
fications by teachers and students of a second language of certain 
factors related to the learning of a second or a foreign language, 
was partially supported. Hypotheses 2 and 3, that there is no signi­
ficant correlation between the ratings and rankings of these factors, 
were both rejected.
Results of the statistical tests for hypotheses 4 and 5 
revealed significant differences in the responses of the language 
groups to the items in the six subscales of the SLAQ. The major 
differences among the groups were in their activities involving the 
use of the language, their satisfaction with various aspects of, and 
their attitudes towards, the learning of the language. The ESL 
students were generally more negative in their attitudes towards 
learning the language than were the students of Spanish, German, or 
French. There was no significant difference in the study habits of 
the four groups.
Conclusions
Second language learning involves the interaction of motive, 
attitude, method, and teacher-student relations. Psycho-socio­
cultural factors may determine the success or failure of second lan 
guage learners. The teacher must be aware of these factors as he 
seeks to help the student. Teacher-student interaction is a primary 
step towards breaking down language and cultural barriers.
A Counseling Approach for Language Teaching (CALT) will aid 
in understanding and alleviating psycho-socio-cultural problems 
related to learning a second or a foreign language.
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CHAPTER I
INTRODUCTION
Automation, inventions, rapid transportation, and high- 
powered mass media communication have narrowed world confines today, 
making possible and often necessary the interaction of many languages 
and cultures. Learning a second language has become not just an 
exception but a general rule in many countries; not just a luxury but 
a necessity; not just a "might" but a "must"; not merely a dream but 
a reality; not just the privilege of the cultured, the learned, the 
professional, but the need of the common man as well.
There was a time when the formal learning of a second language, 
especially as far as the teacher was concerned, rather boiled down to 
the problem of ability, intelligence, or so-called inherent natural 
aptitude for language learning. Primarily, only educators coped with 
language learning problems. Second or foreign language learning has 
now become the concern not only of educators in the formal school 
atmosphere, but also of psychologists, sociologists, and philosophers 
outside of the school setting.
The test of language-acquisition ability is no longer merely 
a question of intellectual superiority or inferiority, biological 
maturation, or cognitive development. Rather second language learning 
has now embraced the psycho-social environment, influencing the 
affective modes of the student. It involves factors relating to both
1
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mind and body and touches the home, school, and community at large 
until all become intertwined in a perceptual-conceptual process of 
attitude, aptitude, motivation and action.
Wager-Cough and Hatch (1975) call language learning a process 
involving a blend of affective, linguistic, and cognitive variables 
(p. 307). Schumann (1975) of Harvard University even suggests "that 
affective variables may play a more important role than does biolog­
ical maturation in problems associated with adult second language 
acquisition" (p. 209).
During the past fifteen years considerable study has been 
given to the various factors believed to affect second language 
learning. Among these are age, instructional method, intellectual 
capacity, aptitude, motivation, attitudes and opinions, creativity, 
teacher-student relations, and various psychological, sociai, and 
cultural reactions.
The growth of the influence of English in foreign countries 
has brought with it a number of problems in teaching it as a second 
or a foreign language. Both as the official and as a second or 
foreign language, English has superseded all other languages in its 
universal use. iThether commercially, educationally, or aesthetically, 
English is important in every major country of the world as well as in 
many developing countries.
As Lewis and Massad (1975) point out: "Foreign languages
constitute an important area of the curriculum of secondary schools in 
most countries, and English is amnng the most studied of such foreign 
languages" (p. IS). According to Lewis and Massad, there are three 
socio-historical levels on which English may be studied: as the
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traditional first Lungn.icij of countries such as the United States, 
England, Australia, and parts of Canada; as an ex-colonial language 
being learned side by side with the indigenous tongue in such 
countries as India and some African nations; and as a major language 
for wider communication, playing an essential role in secondary and 
higher education, in the professions, especially in the scientific and 
technological areas.
Because English is studied in the three socio-historical 
settings described above, as well as for some other reasons, 
the place of English in education is complex and more 
be"ildering in the variety of its interrelationships with 
other areas of the curriculum than most other languages at 
present, or of the "common languages" of past civilizations 
such as Aramaic, Greek or Latin. (Lewis & Massad, 1975, 
p. 18)
Over one seventh of the world's population— between 400 and 
500 million people— are concerned with the learning and speaking of 
English (Lewis & Massad, 1975, p. 19). There are many different 
attitudes towards and motivations for learning English. Thus, it is 
not surprising that the teaching and learning of English, especially 
as a second or a foreign language, has become a major and complex 
educational problem, not only in other countries, but in the United 
States as well.
Parker (1972) states that "in terms of the number of pupils 
and teachers, of timetable hours and geographic extent, the teaching 
of English as a second language is the biggest educational undertaking 
in the world today" (cited in Darian, 1972, p. 149).
Interest in English throughout the world today has increased 
tremendously since World War II. The United States government, 
American universities, and private industries and organizations have
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been the sponsors of many English as a foreign language (EFL) 
activities overseas. Foreign governments include English as an inte­
gral part of their university as well as their pre-university 
curriculum. The representative examples which Darian (1972) cites in 
support of this show, to some extent, the influence of English in 
various countries.
In West Cermany, for example, of the 20 to 30 percent of 
secondary school students who prepare for university, 80 per­
cent study English as their first foreign language, while in 
Japan, seven million children and 600,000 university students, 
nearly the entire student population, are studying English. 
Educational statistics for the Soviet Union show that in 
1959-60 three-quarters of all students in higher education 
studied English, with 12,400 college students training to be 
teachers, translators, or interpreters of English.
In France, 60 percent of secondary school students begin 
English in their first year, while only 23 percent study 
German. . . .  In the former East African countries of Kenya, 
Uganda, and Tanganyka it is a mark of additional education.
. . . Although secondary school enrollment is low, English 
has been designated as the official national language, making 
it essential for positions in government.
India, with its fifteen major languages and hundreds of 
dialects, provides a classic example of a country with need 
for a second language. Because of the bewildering linguistic 
diversity of the country, English plays the role of a lingua 
franca. . . . English pervades mary areas of modern Indian 
society. . . . Even truck drivers and mechanics need enough 
English to cover the technical aspects of their work. . . .
In the Fnilippines . . . English is the only common 
language and the only one regularly taught beyond the third 
grade. Thus, with only 38 percent of the population able to 
speak it, English begins to pass from a foreign to an upper- 
class, second language to a mass language. (pp. 149-151)
Thus can be seen the spreading influence of English in the 
world today. According to the Center for Applied Linguistics, in 
some ways, "English today enjoys a position which makes it best suited 
of the world's major languages to meet the communication requirements 
of almost all the countries which must establish wider and more
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effective contact with the rest of the world" (Darian, 1972, p. 151). 
It is among the five languages used extensively for international 
communication which are recognized by the United Nations: English,
French, Spanish, Russian, and 'landarin Chinese. Although Chinese has 
the greatest number of speakers, about 680 million, it has a rela­
tively limited geographical spread. English, on the other hand, is 
universal in its use and claims 62 percent of all scientific writing 
(Darian, 1972, p. 152).
Research has shown that certain factors affect the learning of 
a second language, English not excepted. Whereas intellect plays an 
important part in the acquisition of a second language, other factors, 
sometimes even more so, interfere with the learning of the language. 
Prominent among these seem to be fear of the language, anxiety, and 
lack of motivation. Other factors include negative nationalistic 
attitudes, lack of confidence, resentment, and disgust for having to 
study the second language against one's wishes.
As teachers have tried to cope with the nsvcho-social problems 
arising from the interaction of these factors, they have fe."'t the 
challenge of trying to understand the student as well as his problems 
before really effective language learning can take place. Some 
language teachers have become frustrated and have indicated that a 
knowledge and understanding of these factors would help them provide 
a more effective learning situation for each student. They wc Id also 
give them a practical insight into psychological inhibitions over­
shadowing the learning capabilities of students of a second language. 
It is with this in mind that an attempt has been made to devise a 
counseling approach based upon cognitive-affective counseling
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techniques to aid the teacher as well as the learners of a second 
language.
The approach is an outgrowth of the ^elief that psycho-social 
problems which affect the learning of a second language can be allevi­
ated through competent counseling procedures in conjunction with good 
teaching methods. These procedures may be applied both/either by the 
language teacher in the classroom unskilled in the technical aspects 
of counseling and/or by the professional counselor who knows nothing 
of second or foreign language teaching.
Statement of the Problem
As has already been pointed out, rapid transportation, mass 
media, international, political, social, educational, and commercial 
interactions have brought the world closer together. International 
communication is a fact rather than a fantasy, a necessity and not a 
luxury, an action as well as a reaction. The knowledge of one's 
mother tongue without regard for other languages is no longer suffi­
cient for a nation's survival. With bilingualism now a world-wide 
phenomenon, language has become a powerful force for unity both at 
home and abroad.
The United States "has probably been the home of more 
bilingual speakers than any other country in the world" (Haugen, 1969, 
p. 1). With its mixture of many languages and cultures, English has 
become the second language of more than 33 million Americans or 
roughly 16 percent of the population (United States Commission on 
Civil Rights, 1975, p. 12).
Inasmuc' as the United States is new fostering the ethos of
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cultural pluralism rather than those of the historical melting-pot 
and Anglo-conformity ideologies, there is great impetus in educational 
circles to make the learning of English for speakers of other 
languages a practical, realistic, yet satisfying experience within a 
bilingual, bicultural setting. Despite the proverbial efforts of 
educators to provide equal educational opportunities for all children, 
language minority children are still having "difficulty succeeding in 
monolingual schools" (United States Commission on Civil Rights, 1975, 
p. 14). They still are often performing at below grade levels and 
experiencing difficulties in the classroom as Lhey try (or do not try) 
to conform to middle-class, Anglo ideologies (Birkmaier, 1972) .
Not only is this true on the elementary school level, but on 
the secondary and college levels as well. Students who have studied 
English in countries outside of the United States often find them­
selves deficient in English language proficiency when they enter 
college. Wiadr-’son (1971) speaks of the problem which has become 
prominent during the past few years:
Students, especially students in developing countries 
who have received several years of formal English teaching, 
frequently remain deficient in the ability to actually use 
the language, and to understand its use, in normal communica­
tion, whether in the spoken or the written mode. . . . Large 
numbers of students . . . are entering universities and 
technical institutions to take up subjects which can only be 
satisfactorily studied if the students are able to read text­
books in English efficiently. (p. 15)
The students face problems concerned with "levels of scho­
lastic and linguistic achievement, the efficiency of the learning and 
teaching process, and the emotional and intellectual development of 
the individual" (Mackey, 1972, p. 75).
Scholastic maturity and aptitude are important factors in the
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understanding and learning of grammar, syntax, pronunciation, and 
vocabulary; but the problems of learning a second language seem to be 
more deep-seated than those rooted in mere intellectual capacity. 
Studies have revealed that often certain psycho-social factors may 
influence the student's efforts at learning a second or a foreign 
language. The teacher needs to know what these psycho-social factors 
are and how they relate to student learning. He also needs to know 
how to help the student cope with these problems.
Research further reveals that psycho-social problems of normal 
students are best handled through warmth, acceptance, and commitment; 
that teacher-student rapport can enhance as well as implement the 
teaching-learning process; that a sense of personal well-being, con­
fidence, intiinsic as well as extrinsic motivation, freedom from fear 
and anxiety are necessary to the process; and that the teacher plays 
an important role in clarifying goals and in aiding the student to 
realize his fullest potential.
These are the fundamentals of effective counseling. Were the 
second language teacher trained in general counseling techniques and 
psychological theories, especially those relating to personality 
development and reactions, he could more effectively handle situations 
in which the language student's learning is impeded by psycho-social 
problems. He could help the student resolve the conflicts caused by 
these problems and thus open the way to learning the second language 
with a minimum of anxiety, confusion, and trauma. While it is not 
always possible for the language teacher to be trained in counseling 
techniques, a first awareness of psycho-social problems related to 
language learning will be a basis for the subsequent understanding
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and the eventual handling and alleviation of these problems.
Purpose of the Study 
This study is to classify and rate the relative importance of 
certain factors influencing the learning of a second or a foreign 
language by teachers and students of second languages and to compare 
their classifications and ratings.
It is also to compare language backgrounds, interests, 
attitudes, activities, problems and concerns, and study habits of 
students learning English as a second language and those learning 
French, German, and Spanish.
Finally, the study is to present a theoretical counseling- 
teaching approach to be used to help alleviate problems which relate 
to the student's learning a second language.
Need or Significance of the Study 
Current educational, psychological, and social theories sug­
gest a positive correlation between counseling and learning, and "many 
problems of language communication have implications for personality 
disturbances" (Curran, 1961, p. 78). Inasmuch as language is a basic 
ingredient in learning and "a potent force for national unity" 
(Arsenian, 1937, p. 13), the hows and whys of both first and second 
language learning are important educational issues today. Related to 
this is the problem of bilingualism. As Arsenian (1937) says, 
"Bilingualism is essentially an educational problem: in its wider
aspect it is not different from the problem of learning foreign 
languages" (p. 140).
International relations today have made it feasible and
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possible, rind in many m.scs indispensable, that students sttidv in a 
language other than their own native tongues. This makes necessary a 
thorough knowledge of the second language before really effective 
learning can take place. Circumstances sometimes decree that the 
student pursue college or university studies with insufficient domi­
nance of the second language to the detriment of his own academic 
advancement. Often the student has "studied" the language in high 
school, feels that he is sufficiently prepared in it, and then finds 
to his dismay that he is lacking in both written and oral skills of 
communication in the language. It is necessary very often to read 
textbooks in English. According to Widdowson (1971), "Efficient 
reading involves understanding how language operates in communication, 
and it is precisely this understanding which students appear not to 
acquire during their years of learning English in the secondary 
schools” (p. 15).
Under normal circumstances it may mean simply a matter of 
further or intensive study of the second language to bring the student 
up to the point of being able to function adequately in the language. 
On the other hand, limited time, the threat of failure, lack of 
teacher-student rapport, or the pressure of other psycho-social 
factors may hinder the progress, even almost stymie the learning of 
the student as he attempts to develop oral and written communication 
skills in the second language. He then becomes frustrated and con­
fused. He feels more threatened, uncomfortable, and unconfident as he 
finds it hard to compete with other students whose competence in the 
second language emphasizes his own lack. In his threatened state the 
student presents a problem not only to himself, but to his teacher as
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well, who often is at a loss as to how to meet the situation. The 
teacher may be ever so skilled as a language teacher per se but un­
skilled in handling students whose language learning problems go 
beyond the ordinary ones generally associated with language pro­
ficiency.
There is thus the need not only for a general knowledge of 
psycho-social problems related to language learning but also the need 
of some suggested guidelines for the teacher who lacks skills 
associated with the helping process of counseling.
On a campus such as Andrews University where many nationali­
ties converge and are united in a common second language (English) 
learning environment, the need may be especially felt. Whereas many 
come with an adequate to superior understanding of English, others 
find that their lack of English language proficiency is a real handi­
cap to their successful functioning within the scholastic setting.
Their attitudes run the gamut of feelings from joy and satisfaction 
at being able to study in a language other than their own native 
tongue to resentment, bitterness, and even hatred of a system which 
decrees that English must be mastered before academic success can be 
ensured.
While the majority may accept the so-called American way of 
life and make a sincere effort to conform to it and to understand 
and adjust to a new language and culture, others are unable to adjust 
and are hampered by negative attitudes. They hate having to study 
English, dislike the American culture, resent their teachers or class­
mates, and have ill feelings towards the policies of the institution. 
They are hindered by fear, anxiety, and the threat of failure and
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non-acreptnnrL'. Persona 1 i t i es clash, feelings .ire- often hurt, and an 
otherwise pleasant learning atmosphere is sometimes soured.
The situation has been frustrating not only to second language 
teachers, but also to teachers of other subjects, in whose classes 
these students have found themselves. The teachers have had a number 
of varied reactions towards the circumstances and towards the students. 
On the one hand, a few have chosen virtually to ignore the students, 
to ridicule, or criticize them subtly or openly. Others have mocked 
them gently or penalized them for their English language deficiencies. 
There have been teachers who have been unsympathetic and unempathetic, 
refusing to listen to the student's explanations or honor their 
efforts at performance. Still others have simply permitted the stu­
dent to get through their class without mastering either the English 
language or the subject natter.
On the other hand, the majority of the teachers have been 
willing and ready to go the second mile to help the student solve his 
problems of communication in English. They are genuinely concerned 
about the student and his work. They ask what can be done to help 
him. How can they make their classes more meaningful? How can they 
relate to the student as a person? What can be done to bring about 
an understanding between the teacher and the student? Some have 
asked for suggestions and really welcomed them. Others have wished 
for definite guidelines to understanding the student and helping him 
with his language problems. As a last resort, a few teachers have 
sought counsel from fellow teachers or made referrals to the 
Counseling Department, all to the end of alleviating psycho-socio­
cultural problems faced by the second language student.
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So it is that the need is not simply to train the second 
language teacher in techniques of language teaching, for the problems 
often go far deeper than syntax and meaning. The student is also part 
of classes not directly related to learning the English language. He 
has teachers who are not oriented to coping with the particular 
psycho-socio-cultural problems which he may face as a second language 
student. It is hoped, then, that this study will be helpful not only 
to teachers of second languages, but to other teachers as well. For 
both students and teachers alike, the study offers some insight into 
the psycho-social or socio-cultural problems of second language 
learning and some possible solutions to these problems.
The Setting for the Study
The international focus of Andrews University and its multi­
lingual and multicultural atmosphere provided an ideal setting for 
this study. Its students come from all parts of the world and bring 
with them attitudes, perceptions, and ideals representative of many 
educational systems. During the winter quarter, 1978, when the study 
was done, the student body was made up of persons from nearly eighty 
different countries. The teachers, both foreign-born and native, also 
represent a variety of cultures, languages, and teaching method­
ologies.
Andrews University is one of the few universities with a 
certified bilingual program in Spanish, French, and German. The 
teachers in the Department of Modern Languages are all native speakers 
of the language. All are multilingual.
The increasing enrollment of international students made 
necessary an intensive English language program. The Andrews
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University English language Institute (AU-ELI) is the only intensive 
English language program in the Michiana area. The nearest certified 
intensive English language schools are located in Chicago, over ninety 
miles away. The nearest one in Michigan is located at Michigan State 
University, some 135 miles away.
AU-ELI is in a geographically desirable position in the south­
west corner of Michigan, easily accessible to students wishing to 
concentrate upon learning English as a second language. It serves a 
large community population of foreign-born, university students and 
dependents, as well as a large migrant population who come to south­
western Michigan each year to pick fruit.
The rural surroundings are peaceful and relaxing, conducive to 
study and learning. 'Whereas second language learning on the Andrews 
University campus has real purpose and meaning, it also has its 
problems. The need to understand these problems is paramount to 
insure the continued growth and quality of instruction for which 
Andrews University is known.
The first step in solving the language learning problem 
like any problem is to determine the nature of the problem.
The "question11 must be known before any kind of an "answer" 
can be found. (Beechhold L Sehling, 1970, p. 217)
Research Hypotheses
1. There is a significant difference in the classifications 
by teachers and students of a second language of certain factors 
related to the learning of a second or a foreign language,
2. There is a significant correlation between the ratings of 
teachers and students of a second language of certain factors related 
to the learning of a second or a foreign language.
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3. There is a significant correlation between the rankings 
by teachers and students of a second language of the broad categories 
of aptitude, motivation, age, empathy, methodology, and attitude, as 
related to the learning of a second or a foreign language.
4. There is a significant difference among the centroids of 
the four language groups (English as a second language— ESL, Spanish, 
German, and French) as defined by their means on six dimensions 
related to the learning of a second language— interest, importance, 
attitudes, activities, satisfaction, and study habits.
5. There is a significant difference in the responses of the 
four language groups to the individual items measuring interest, 
importance, attitudes, activities, satisfaction, and study habits.
Assumptions
Inasmuch as the teachers and students in the sample were from 
many different countries and cultures, it was assumed that they were 
a representative cross-section of second language learners.
It was further assumed that the factors classified and rated 
by the teachers and students were a synthesis of attributes relating 
to the learning of a second or a foreign language.
Delimitations
The sample for this study was purposively selected from the 
population of teachers and students of second languages at Andrews 
University. Those responding to the Second Language Attitude Ques­
tionnaire (SLAQ) were students enrolled in the English as a second 
language (ESL), Spanish, German, and French language classes at 
Andrews University during the winter quarter, 1978.
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The teachers responding to the Factor Rating List (FRL) were 
those who had both studied and taught at least one second language.
The students responding to the Factor Rating List (FRL) were those 
currently enrolled in a second language class at the time of the 
study or who had studied or learned at least one second language 
previously.
Definition of Terms
Alingual One who neither speaks nor functions well
in either English or Spanish such as has been 
characterized (or mischaracterized) for the 
Chicano (Macias, 1975, p. 1)
Anglo-conformity A complete renunciation of the immigrant's
ancestral culture in favor of the behavior and 
values of the Anglo-Saxon core group (Brembeck 
& Hill, 1973, p. 5)
Biculturalism A functioning awareness and participation in two
contrasting sociocultures, values and statuses. 
Biculturalism can be attained by a person without 
being bilingual (Ulibarri & Holemon, 1969, p. 6)
Bilingualism The facility in the use of two languages, ranging
from a minimal knowledge of either language to a 
high level of proficiency in both (Ulibarri & 
Holemon, 1969, p. 5)
Cultural Pluralism The preservation of the communal life and signi­
ficant portions of the culture of immigrant groups 
within the context of American citizenship 
(Brembeck & Hill, 1973, p. 5)
EFl English as a foreign language
ESL English as a second language
Monolingual One who functions in only one language (uni-
lingual) (Mackey, 1972, p. 75)
TEFL Teaching English as a foreign language
TESL Teaching English as a second language
TESOL Teaching English to speakers of other languages
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In American usage TEFL usually refers to 
teaching overseas or to foreigners who are more 
or less temporary residents in the United States, 
such as foreign students, visitors, or diplomatic 
people. TESL on the other hand, has to do with 
the teaching of English to non-native speakers 
who are more or less permanent residents in the 
United States, such as Mexican-Americans, Puerto 
Ricans, or Chinese-Americans. The term TESL also 
includes the teaching of English in the Phil- 
lipines, India, and other countries where English 
is an official language.
TESOL, a broader expression, encompasses both 
TESL and the TEFL groups; actually as the term 
implies, it includes all teaching of English to 
non-native speakers everywhere.(Croft, 1972, 
p. xiv)
Foreign language One where the target language is not spoken by the
context people in the surrounding community (e.g., native
speakers of Japanese learning English in Japan) 
(Oiler, Baca & Vigil, 1977, p. 173)
One where the target language is spoken in the 
surrounding milieu (e.g., native speakers of 
Chinese learning English in the U. S.).
(Oiler, Baca & Vigil, 1977, p. 174)
Organization of the Study
Chapter I introduces the study, giving the problem, the pur­
pose and significance of the study, and the research hypotheses.
Chapter II contains a review of related literature.
Chapter III discusses the methods of research, the instrumen­
tation, the hypotheses and methods of analysis, and data-gathering 
procedures.
Chapter IV presents the findings of the study.
Chapter V summarizes the study, discusses the findings, and
contains the conclusions and the implications.
Chapter VI presents a Counseling Approach for Language 
Teaching (CALT) and recommendations for further research.
Second language 
context
R ep ro d u ced  w ith p erm iss io n  o f  th e  cop yrigh t ow n er. Further reproduction  prohibited w ithou t p erm issio n .
CHAPTER II
REVIEW OF THE LITERATURE
In order to gain an overall view of the psycho-social problems 
that the second language learner faces and the implications of these 
problems in the educational setting, and to be able to understand and 
devise a workable counseling approach to implement the learning of a 
second language, the researcher has focused the review of literature 
on the following areas: (1) Second-language learning and teaching,
(2) Bilingualism, and (3) Counseling.
Each of these areas is very broad and extensive in itself. It 
was necessary to make the three-way search in order to be able to 
relate adequately the various interacting factors of learning and 
teaching a second language (whether with the alingual, the bilingual, 
or the monolingual student) with counseling techniques to help 
students whose difficulties with the language are primarily of a 
psyc'no-social nature.
Second Language Learning and Teaching 
Psycho-socio-cultural Factors
The success that one has in learning a second language 
may be influenced by many variables, including differences 
in environmental surroundings and individual characteristics 
of the learner. There have been few studies which system­
atically examine the influence of these variables on second 
language learning. (Fathman, 1976, p. 433)
For many years teachers have unofficially recognized the
18
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necessity of considering variables other than intelligence and apti­
tude as influential in learning a second language. A number of 
studies have isolated one or more factors, often giving hierarchical 
importance to the several variables (Titone, 197 3, p. 111).
One of the most comprehensive sets of studies was that made 
over a period of twelve years by Gardner and Lambert (1972) as they 
tried to answer "what appears to be a very simple question: How is it 
that some people can learn a foreign language quickly and expertly 
while others, given the same opportunities to learn, are utter 
failures?" (p. 1). They centered their interest upon individual 
differences in the ability to learn foreign languages as generalized 
from studies with French and ESL. They approached the question "not 
as linguists or language teachers but as behavioral scientists— in 
particular, social psychologists— interested in the matter of 
learning" (p. 2). They concluded:
When looked at from a sociopsychological perspective the 
process of learning a second language takes on a special 
significance. Over and above aptitude, one would then anti­
cipate that a really serious student of a foreign or second 
language who has '.n open, inquisitive, and unprejudiced 
orientation toward the learning task might very likely find 
himself becoming an acculturated member of a new linguistic 
and cultural community as he develops mastery of that other 
group's language. Advancing towards biculturality in this 
manner could have various effects on different language 
learners.
For some the experience might be seen as enjoyable and 
broadening. For others . . .  it could be taken as an impo­
sition, and learning the language would be accompanied by 
resentment and ill feeling. In other cases, it could be 
accompanied by deep-seated and vague feelings of no longer 
fully belonging to one's own social group nor to the new 
one he has come to know. . . .
There are various forms the language-learning process 
could take, at least theoretically, and if sociopsycholo­
gical factors can have such varied and dramatic impact on the
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more serious, advanced student of languages, one wonders 
whether the debutant might not be similarly affected, because 
his attitudes, his views of foreign people and cultures, and 
his orientation toward the learning process might well deter­
mine or limit his progress in developing second-language 
competence. (pp- 2-3)
Gardner and Lambert, in turn, were influenced by longitudinal 
studies done at McGill University and the University of Western 
Ontario, the findings of which gradually enabled them "to construct 
the beginnings of a sociopsychological theory of second or foreign 
language learning" (p. 3). In summary, their theory states:
1. The successful learner of a second language must be 
psychologically prepared to adopt various aspects of behavior 
which characterize members of another linguistic-cultural 
group .
2. The learner's ethnocentric tendencies and his attitudes 
towards the members of the other group are believed to deter­
mine how successful he will be, relatively, in learning the 
new language -
3. His motivation to learn is thought to be determined 
by his attitudes toward the other group in particular and 
toward foreign people in general and by his orientation toward 
the learning task itself (instrumental vs. integrative).
4. Variance in outlooks is recognized: some may be 
anxious to learn another language as a means of being accepted 
in another ethnolinguistic group because of dissatisfactions 
experienced in their own culture, while others may be as 
interested, in a friendly and inquisitive way, in the other 
culture as they are in their own.
5. The more proficient one becomes in a second language, 
the more he may find his place in his original membership 
group modified since the new linguistic-cultural group is 
likely to become for him something more than a mere reference 
group,
6. Depending upon how he makes his adjustment to the two 
cultures, he may experience feelings of chagrin or regret as 
he loses ties in one group, mixed with the fearful anticipa­
tion of entering a new and somewhat strange group.
7. Thus, feelings of social uncertainty or dissatisfaction 
which often characterize the immigrant and the bilingual may 
also affect the serious student of a second language. (p. 3)
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English in the scheme of studies. As a result of his­
torical causes, English has come to be one language that 
is widely known among the educated classes of the country.
. . . The present position of India in the international 
sphere is partly due to the command that educated Indians 
have acquired over English. (pp. 99-100)
Titone (1973) citing the conclusions of several theorists, 
points out that Brachfeld considers language learning from an 
Adlerian, individual psychological viewpoint particularly as relates 
to life style:
The "life style" of a person is more important in 
language learning than such aspects as intelligence, 
amount of study, number of class hours, etc. Those per­
sons who have a "life style" consisting of a confident 
"contact-readiness" attain proficiency in a new language 
more easily. (p. 113)
Schumann (1975) believes that culture stress and culture shock 
are socialpsychological factors which detract from the effectiveness 
of language learning.
Learning the language in order to be able to articulate 
problems and reorient oneself is what is required to over­
come culture stress, but . . . culture shock and culture 
stress can induce a whole syndrome of rejection which diverts 
attention and energy from learning the second language.
(pp. 212-213)
Miller (1970) uses the term psvcho-social motor as he 
describes the interdisciplinary nature of psychology and linguistics. 
He says that linguists have long admitted that "some kind of psycho­
social motor must move the machinery of grammar and lexicon" (p. 22) . 
Miller further feels that language performance is limited by many 
things other than competence (p. 37).
Recognizing the importance of psychological factors in lan­
guage learning, the University of Michigan English Language Institute 
has planned mini-courses. According to Yorio (1973), these
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mini-courses are to be offered when a psychological break is needed 
and when it will not interfere with the regular academic work of the 
students.
Social variables affect language learning. According to 
Richards (1974) ,
In both first and second language acquisition particular 
forms and patterns of language learning may be attributable 
to social variables. Whether the learner produces When are 
you coming? When you come? When you1s coming?, may depend 
on the social situation, the learner's values and attitudes, 
or some other social factor in the learning context. (pD.
7-8)
Motivation
Gardner and Lambert (1972) measured motivational intensity in 
second language learning orientation and the desire to learn French 
and found that "measures of orientation and desire to learn French 
emerged as separate factors, independent of language aptitude," while 
further evidence opened "the possibility that basic personality dis­
positions may be involved in language-beaming efficiency" (p. 5).
The follow-up study revealed the importance of family attitude on 
student motivation (p. 5).
Nida (1956) studied motivation in second language learning 
and found it to be a very important factor.
Almost every one who has had any long experience in the 
teaching of foreign languages arrives at the conclusion that, 
despite the recognized importance of such factors as intelli­
gence, auditory memory, analytical ability, and skill in 
mimicry, motivation is the one important factor involved in 
a person's learning of a foreign language. (p. 11)
A number of studies of motivation in language learning gener­
ally support Nida's contention of the extreme importance of motivation.
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Politzer (1953) in studies of French and Spanish language learning 
concluded that "Our educational objectives must be reached and can 
only be reached by utilizing the existing motivation and interests 
and not by opposing them" (p. 21).
Gladstone (1966), emphasizing that language is a cultural 
reflection, points out the necessity of meaningfulness and good moti­
vation. Several articles in Allen and Campbell (1972) stress 
motivation but also mention age and methodology, aptitude, and atti­
tude as important variables in second language learning and teaching.
Finocchiaro and Bonomc (1973) also include motivation but add 
age, aptitude, aspirations and needs, native language, socio-economic 
status, and previous language experiences. Grittner (1974) feels 
that attitudes and motivation have a direct psychological bearing 
upon the students.
According to Gardner and Lambert (1972), a student's motivation 
depends upon his type of orientation, instrumental or integrative.
The orientation is said to be instrumental in form if the 
purposes of the language study reflect the more utilitarian 
value of linguistic achievement, such as getting ahead in 
one's occupation. In contrast, the orientation is integra­
tive if the student wishes to learn more about the other 
cultural community because he is interested in it in an 
open-minded way, to the point of eventually being accepted 
as a member of that other group. (p. 3)
Christophersen 0  973) points out that
Experiments have shown that students with an integrative 
motivation, which of course means a favourable attitude to 
the people whose language they are trying to learn, are 
more successful than those who are merely instrumentally 
actuated. (p. 21)
There has been some question as to how the integrative motive 
develops, but findings to date seem to support the conclusion that
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"the development of such a motive is dependent upon a particular 
attitudinal atmosphere in the home" (Gardner, 1968, p. 145).
Shapira (1978) cites a case in point of instrumental versus
integrative motivation with respect to che learning of a second
language. Zoila was a twenty-five-year-old native of Guatemala. Her
native language was Spanish. She came to the United States against 
her will. Her previous formal instruction in English had been very 
limited. After arriving in the United States, she attended no formal 
English classes and never used the "teach yourself" books and records 
with which she was supplied. "She socializes with Spanish-speaking 
people, watches Spanish T.V., reads Spanish, and listens to Latin- 
Anerican music" (p. 247).
Working as a housekeeper in homes of English-speaking people, 
she learned the necessary English to communicate.
Zoila did not come to the United States out of choice.
. . . The circumstances of her arrival may have built up 
negative feelings about her being in the United States, about 
the United States, and all things American. Under these 
circumstances it may be likely that she developed a negative 
attitude to learning English beyond the level of communica­
tion.
Having an instrumental, rather than an integrative, moti­
vation, her performance has not improved beyond a certain 
point which satisfied her needs. Zoila set herself a goal—  
to learn how to communicate in English so that she could 
survive and settle down again. . . . Once Zoila reached this 
goal she aspired no further. (p. 253)
Despite the fact that Zoila's negative attitudes later 
changed to more positive ones, she did not develop the correct use of 
English. She was satisfied and cared to go no further. Her motiva­
tion to learn the language well was not strong enough.
Scoon (1971) states that motivation has been called the most
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important variable in language learning. "Of the possible motivators, 
that of desire for integration with the culture of speakers of the 
language, correlates most highly with learning success" (p. 285) .
Reports of language teaching in Egypt suggest the importance 
of presenting the utilitarian qualities of English as a motivating 
factor (Bending, 1976). In a study (Backman, 1976) measuring the 
attitudes and motivation of twenty-one Venezuelan students in ESL at 
Boston University findings revealed no significant correlations 
between positive attitude or strong motivation. Interview scores for 
motivation and culture shock differentiated between the two best and 
two worst students. This suggested the need for further exploration 
of the interview technique as a valuable instrument in the assessment 
of affective factors.
Gardner and Lambert (1972) also report of studies made in 
Maine, Louisiana, and Connecticut in French-American settings. In all 
of the studies motivation is revealed as important to language pro­
ficiency, along with parental attitudes, desire to learn, and teacher- 
student sensitivity.
Although a number of scales have been used to measure such 
attitudinal aspects as anomie, authoritarianism, ethnocentrism, 
cultural preference, attitudes towards foreigners, social inquisitive­
ness, sensitivity to others, and parental influence (Gardner & Lambert, 
1972), much of the concept of motivation itself as a variable in 
second language learning has been theoretical, inasmuch as compara­
tively little actual research has been done in this area. "One reason 
for this may be the inherent difficulty in conceptualizing and 
measuring those motivational variables that would likely determine
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success in second-language learning" (pp. 11-12).
Intellectual Factors (Aptitude)
According to Allen (1974), there is a modest correlation 
between I.Q. and success in a foreign language. However, he says that 
"we all know students who 'should' be achievers but arc doing poor 
work" (p. 3).
Finocchiaro (1974) feels that language aptitude is of 
importance in language learning if the student intends to go beyond 
the beginning and intermediate proficiency levels. The term "apti­
tude" includes the following abilities:
1. Phonetic decoding— the ability to discriminate among 
sounds or other phonetic phenomena and to remember them for 
some time after hearing them
2. Grammatical sensitivity— the ability to be aware of the 
function of words in a variety of contexts
3. Inductive language learning— the ability to infer rules 
from given language forms
4. Ability to memorize.
Finocchiaro further points out that ". . . it is important to 
remember . . . that high motivation, the student's active participa­
tion, and effective teaching can and do_ offset poor aptitude" (p. 10).
A study at the University of Boston (Chastain, 1975) of 
affective characteristics as opposed to ability factors revealed that 
". . . there were as many positive correlations between the affective 
characteristics and course grade as there were between ability 
factors and course grade" (p. 153).
Carroll, 1962 (cited in Gardner & Lambert, 1972) suggests 
that achievement in second language learning is a function of three
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so-called learner characteristics— aptitude, general intelligence, and 
motivation. He adds two instructional variables: the student's
opportunity for learning and the adequacy of the presentation of the 
material which is to be learned.
Anisfeld and Lambert (1961) measured orientation towards 
learning Hebrew and attitudinal factors towards the Jewish community 
and culture and made intercorrelations of these tests with linguistic 
aptitude and verbal intelligence. Their findings revealed that Hebrew 
language learning was affected by both attitudinal orientation and 
intellectual ability. However, as Gardner and Lambert (1972) point 
out: ''Whereas intelligence and linguistic aptitude are relatively
stable predictors of success, the importance of the attitudinal 
measures varies from one school district to another, depending upon 
the social class of the neighborhood" (p. 5) .
Discussing the relationship of aptitude and motivation,
Lambert and Tucker (1970) state:
A person without aptitude can learn a second language 
with relative ease if his attitude and motivation are strong, 
and a person with unfavorable attitudes and motivation can 
be successful if his aptitude is strong; a person with both 
high aptitude and appropriate orientations and motivation 
will be particularly likely to do well in the mastery of a 
second language. (pp. 85-86)
Grittner (1974) concludes:
Most researchers in the field of motivation find that 
the desire to learn or the need to know is a deep-rooted 
force which a human being either possesses or lacks.
Students who are motivated will want to learn even if their 
teacher is ineffective. Conversely, it is very difficult, 
almost impossible, to teach students who are bored or who do 
not want to learn. (p. 2)
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Summary of Eactors
There are many factors or variables which in some way affect 
the learning of a second or a foreign language. They have been 
variously rated and classified. According to Carroll (1963), five 
elements determine success in learning a foreign language:
1. The learner's attitude
2. The learner's general intelligence (the amount of time 
it will require for him to learn a given task)
3. The learner's perseverance
4. The quality of instruction
5. The opportunity for learning that is allowed him 
(amount of time he is permitted to devote to the task).
Three of these elements relate to the student; two deal with 
the teacher (pp. 1060-1061).
Without making any attempt at classification at this point and 
recognizing that many of the factors overlap, are related, and even 
are practically the same, the researcher presents the following 
summary list as a supplement to those variables which have already 
been discussed.
1. Student opinions (Chastain, 1975)
2. Culture stress and culture shock (Schumann, 1975)
3. Status of target language in the particular country
(White, 1972)
4. Type of learner (integrative vs. instrumental)
(Gardner & Lambert, 1972)
5. Speaker's competence in own language (White, 1972)
6. Interference from mother tongue (Srebot, 1973)
7. Educational necessity of learning second language 
(Trivcdi, 1972)
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8. Personality factors and emotional conditions (Carroll 
& Sapon, 1959)
9. "Life style" of student (Brachfeld in Titone, 1973)
10. Quantity/quality of instruction (d'Angelejan & Tucker, 
1975)
11. Design of materials (Daura, 1972)
12. Ego-strength (Titone, 1972)
13. Class attendance (Preston, 1971)
14. Time and age of learning (Macnamara, 1976; Fathman, 1975)
15. Practice or lack of practice (James & Mullen, 1973)
16. Inability to listen effectively— lack of skill in 
aural analysis (James & Mullen, 1973)
17. Anxiety (Chastain, 1975)
18. Culture and language shock (Larsen & Smalley, 1972)
19. Overexposure to substandard pronunciation (James &
Muller., 1973)
20. Reserved vs. outgoing personalities (Chastain, 1975)
21. Parental attitudes (Schumann, 1975; Gardner & Lambert, 
1972)
22. Degree of acculturation or cultural alienation (Larsen 
& Smalley, 1972)
23. Degree of neodomestication (Larsen & Smalley, 1972)
24. General background and status of student's family 
(Teitelbaum, Edwards & Hudson, 1975)
25. Creativity (Chastain, 1975; d'Anglejan & Tucker, 1957)
26. Time spent in atmosphere (community) of target language 
(Teitelbaum et al, 1975)
27. Culture stress (Larsen & Smalley, 1972)
28. Teacher unfamiliarity with native language and culture 
of students (Setian, 1973)
29. Learner's evaluation of teacher and target language 
(Schumann, 1975)
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30. Social background (Teitelbaum, 1975)
31. Desire to improve standard of living, attain upward 
social mobility, and identify with target community (Teitelbaum, 
1975)
32. Self blame; self-rejection (Larsen & Smalley, 1972)
33. Teacher attitudes and sensitivity to student's age, 
interest, and background (Saitz, 19 73)
34. Fear of failure (Gardner & Lambert, 1972)
35. Too intense a demand for accuracy (Titone, 1973)
36. Rejection of one's native culture (Larsen & Smalley,
1972)
37. Empathy (Chastain, 1975; Schumann, 1975)
38. Nationalistic and ethnic attitudes (Teitelbaum, Edward
& Hudson, 1975)
39. Curiosity (Nida, 1956)
40. Attitudes of learner towards country and speakers of 
target language (Dimitrijevic, 1975)
41. Feeling of rejection by target community or host country 
(Larsen & Smalley, 1972)
42. Desire for easy credit (Teitelbaum, 1975)
43. Pride in and desire to preserve ethnic identity 
(Teitelbaum, Edwards 4 Hudson, 1975)
44. Ego permeability (Schumann, 1975)
45. Immersion experience (Bruck, 1976)
46. Community integration and social interaction (Blackburn, 
1971)
47. Willingness to learn and be taught (Strevens, 1974)
48. Desire to be accepted in another cultural group because
of dissatisfaction with own group (Gardner & Lambert, 1972)
49. Prejudice towards foreigners (Gardner & Lambert, 1972)
50. Isolation in ''special classes" (Slager, 1956)
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51. Strong ethnocentric or authoritarian attitudes (Gardner 
& Lambert, 1972)
Additional factors reported from personal experiences of teachers of 
second or foreign languages include:
1. Pressures from home and the employing agency to finish 
quickly and return
2. Phonological interference
3. Hostility and resentment towards the institution and 
teacher
4. General method and focus of teaching
5. Preparation (educational level) of teacher
6. Failure to see utility of language
7. Study habits and study time
8. Desire to hide or forget ethnic identity
9. Desire to learn more of another culture
10. Hatred of target language and culture
11. Classmate opinions and acceptance.
Whereas various authors and studies have isolated, identified, 
and investigated a number of factors (both ability and affective) 
which are influential in second or foreign language learning, research 
is still lacking in the area of methodology for treating the psycho­
social problems which arise. Also, the findings of the studies have 
not always been consistent with each other nor conclusive enough to 
warrant the assumption that one set of factors is more important than 
another.
Classifications have been devised as to the categories of 
linguistical, intellectual, social, psychological, economic, cultural, 
environmental, and pedagogical characteristics into which the many
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factors may be placed. Schumann (1975), however, feels that the 
various factors are classifiable under only four basic influences: 
aptitude, motivation, attitude, and empathy. Allen (1972) adds the 
factors of age and methodology. Based upon these categories, the 
above factors will be classified (with emphasis upon those of a 
psycho-social nature) and related to a cognitive-affective counseling 
approach to implement the learning of a second language.
Sometimes the influence of these factors is dependent upon the 
status of the second language within a particular country as when the 
knowledge of English is necessary for both political and commercial 
exchanges and is thereby imposed upon the social values, attitudinal 
status, and long-term educational objectives as emphasized by the 
school curricula (White, 1972).
Slager (1956) reports that isolation in "special" classes may 
hinder immigrants in their second language learning. "Even though 
they have serious problems in English as a foreign language, the 
immigrants do not profit from classes that are specifically devised 
for the newly-arrived foreign students" (p. 28).
Increased immigration has emphasized the problem of the pro­
vision cf learning opportunities for speakers of other languages 
in the United States. Should they be taught in the regular, mono­
lingual classroom using only English as the medium of communication or 
instruction, or should they be taught in a bilingual program? The 
problem of bilingualism as it relates to second language learning 
will be treated in the section entitled Bilingualism.
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The Teacher and Second Language Learning
The teacher plays a very crucial role in second language 
learning since he must be a combination of linguist, sociologist, 
anthropologist, and pedagogue, with appropriate training in profes­
sional education, psychology and methodology (Finocchiaro and Bonomo,
1973).
French (1963) feels that the teacher should become completely 
familiar with the language course as it is planned, used, and taught 
in his school. He should know how the course develops, how it relates 
to the students, how the students are grouped, how divisions are made, 
and how the students are assessed, evaluated, and tested. He should 
also be aware of his own place and position and how he relates to the 
department. He should know what his role is, both as regards the 
students and the institution.
According to Allen (1974), recognizing today's challenge "to 
find new ways of attracting students to our foreign language classes 
and maintaining their interest once they arrive" is a problem that 
most second language teachers face. The effective language teacher 
is constantly seeking new "strategies for generating and maintaining 
motivation in the classroom" (pp. 1, 2).
If the teacher is to be a catalyst, he must first of all 
become interested in each student as an individual. This 
means that he must attempt to tailor-make a program that 
meets the personal needs and interests of each member of his 
class. (Allen, 1974, p. 10)
Since the second/foreign language teacher "aims to bring 
students into another world" (Hayden, 1971, p. 10), he must be able 
to change and accept new ideas.
Effective teachers are flexible in mind and in action.
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They are open to whatever change may be necessary because 
of the acquisition of further knowledge about language and 
language learning; for what may seem patently true today 
may not be so in the future, as more information about 
language is uncovered. (Burt, Dulay & Finocchiaro, 1977, 
p. 41)
Finocchiaro (1974) gives much practical advice to second 
language teachers. She feels that the teacher is "more important 
than any method or material." What the teacher does with any method 
or material "will determine its effectiveness in helping students to 
learn." Finocchiaro further emphasizes:
The teacher who can give each student the feeling that 
he is an important part of a group, that he is capable of 
learning, and that he can achieve success; the teacher who 
can demonstrate an understanding of conflict— both environ­
mental and linguistic; the teacher who, through his 
enthusiasm, his art, and his skill, makes language learning 
a subject to be looked forward to— will in the final analy­
sis be the one who will forge ahead of his less perceptive 
colleague in promoting the desirable habits and attitudes 
needed for language learning. Teachers who embody the per­
sonal and professional characteristics outlined here cannot 
help but push aside the language barriers which impede com­
munication among men. (p. 151)
In discussing positive transfer in the teaching of language, 
Bosco (1970) says that the teacher must be "an effective competence 
model . . .  a day-to-day working model with whom to interact"
(p. 86).
Knowledge of attitudes is important. Research findings can 
be very helpful. However, says Godfrey (1978), "Descriptions of 
attitudes and strategies are useful but only descriptions," for it is 
the role of the teacher which is more important (p. 14). Godfrey 
continues:
The role of the teacher in initiating and developing 
those attitudes and strategies is more important. And not 
the teacher as a technician but the teacher as a catalytic 
human element.
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TESOL taught me much with which to hone my classroom 
skills but Mexico and her people taught me more. (p. 14)
Just as the student needs understanding, so also does the 
teacher. Strasheim (1974) asks the question: "If a student needs
compassionate treatment and success, doesn't his teacher, as a fellow 
human being, deserve like compassion and recognition of success?"
(p. x).
Bilingualism
The problem of bilingualism is generally associated with the 
second rather than the foreign language context. Oiler, Baca, and 
Vigil (1977) explain the difference between the two contexts. The 
distinction lies in the relation of the target language to the 
mother tongue. A foreign language context is "one where the target 
language is not spoken by the people in the surrounding community 
(e.g. native speakers of Japanese learning English in Japan)," where­
as a second language context refers to "one where the target language 
is spoken in the surrounding milieu (e.g. native speakers of Chinese 
learning English in the United States.)" (pp. 173-174).
Burt and Dulay (197S) use the term bilingual to refer to any 
person living in a home 'where one or more members of the household 
speak a first language other than English (p. 177). This is a broad 
definition, giving wide range to one’s degree of bilingualism.
Given this broad definition, one's degree of bilingualism 
may theoretically range from a point approximating mono- 
lingualism— where one may only comprehend the most basic 
syntax and vocabulary in one language while speaking another 
fluently— to a state of "balanced" bilingualism where one's 
proficiency in both languages is equally high. (p. 177)
The general bilingual population in the United States is
R ep ro d u ced  with p erm issio n  o f  th e  copyrigh t ow n er. Further reproduction  prohibited w ithout p erm issio n .
37
represented by such language minority groups as the Mexican-Americans, 
Puerto Ricans, Cubans, native Indians, and Asian Americans (United 
States Commission on Civil Rights, 1975). These are among the 33.2 
million Americans (roughly 16 percent of the population according 
to the 1970 census) who speak a language other than English, with 
Spanish, German, and Italian speakers, in that order, being the most 
numerous (pp. 12-14).
With over 7.5 million school age children and another 17.5 
million who are nineteen years old or cider living in households in 
the United States where the mother tongue is not English (Burt &
Dulay, 1978, p. 177), the problem of educating the bilingual student 
has become very great. The United States has allocated money to estab­
lish special programs to meet the growing needs of these persons 
(Andersson & Boyer, 1970, p. 1). In the country where there are 
probably more bilingual speakers than anywhere else in the world 
(Haugen, 1969, p. 1), this has been a tremendous challenge.
A news item from the Mew York Times, August 22, 1966, (cited 
in Andersson, 1969, p. 41) said that "the 'most acute educational 
problem' in the Southwest is the inadequate schooling for 1.75 
million Mexican-American children” (p. 41). There is "a grim pre­
valence of low grades, high dropout rates and difficulties stemming 
from schools' insistence on the use of English as the classroom 
language" (p. 41).
Numerous studies since the early 1920s have attempted to 
show the correlation of intelligence between monolinguals and bilin­
guals, with the general conclusion that bilingualism adversely 
affects intellectual functioning (Lambert, 1972, p. 111). In their
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summary of research, the United States Commission on Civil Rights 
(1975) concludes:
Research in the field of bilingualism and bilingual educa­
tion is inconclusive as to any adverse effect on language or 
cognitive development. Yet some studies have been used to 
suggest that bilingualism . . . negatively affects intelli­
gence and creates identity confusion in bilingual individuals.
In the vast majority of these studies, bilingual children 
scored lower on IQ and other tests. (p. 61)
Birkmaier (1972) writes that "the overwhelming evidence of 
the research dealing with the intellectual growth of the bilingual is 
simply that the bilinguals score at much lower levels than the norming 
group" (p. 235). Gaarder, 1969 (quoted in Andersson, 1969) states:
There is a clear, direct chain relationship between 
language competence, formal education, and economic status 
among Americans whose mother tongue is not English. The 
children speak Spanish, or Navajo, or French, and they do 
poorly in school: therefore, (so goes the argument) their 
bilingualism is to blame.
Many researchers have established a decided correlation 
between bilingualism and low marks on intelligence tests, 
but what no research has shown is that bilingualism, per se, 
is a cause of low performance on intelligence tests. On the 
contrary, studies which have attempted to take into account 
all the factors which enter into the relationship show that 
it is not the fact of bilingualism but how and to what 
extent and under what conditions the two languages are 
taught that make the difference. (p. 33)
Discrepancies occurred, the validity of the tests was questioned, 
inconsistencies arose, all leading to further investigation of fac­
tors other than intelligence which influenced the bilingual's ability 
to learn English. Causes of poor learning have ultimately been 
traced to psycho—social factors relating to personal attitudes, 
motivation, self-image, self-identity, ethno-centric environment, 
family, cultural community, peer group influence, and treatment.
Along with student attitudes and relationships, the importance of
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teacher relationships and attitudes has also been emphasized:
The significant problems of integrating the affective 
life of the child, his feelings, emotions, and attitudes, 
with his cognitive development— all his academic learning—  
are crucially dependent upon the particular classroom 
teacher he chances to work with in his classroom. (Zintz, 
Education, 1969, p. 16)
The attitude of the teacher . . .  is vital. . . .
Unless the teacher is patient and understanding, the student 
who must learn English as a second language develops insecu­
rity, worry instead of competence, and makes enemies instead 
of friends for the English langauge. (p. 6)
Four studies (Oiler et al, 1977) begun in 1974, with 
Mexican-Americans, Chinese graduate students, and Japanese learners 
of ESL, assessing proficiency, attitudes, motivation, and feelings
towards the native language group as well as the target language
group, revealed a strong relationship between psycho-social attitudes 
and proficiency in learning English. The importance of self-assess­
ment was pointed up with both the Chinese and Mexican-Americans as 
it was found that " . . .  the indirect scales concerning subjects' 
attitudes toward themselves, their native language group, and the 
target language group seem to be more informative than scales which 
ask subjects directly about their motives for learning ESL for 
traveling to the U. S." (p. 1S3).
The attitudes towards English as a second language (ESL) 
which may directly affect the learning of English have been reflected 
in the overlapping phases of social and political movements in the 
United States: decolonization, the melting pot, mass culture, plural­
ism, and America the superpower (Kahane & Kahane, 1977, p. 200). 
Historical views of second language learning and particularly 
attitudes towards ESL have paralleled these historical stages, and
R ep ro d u ced  with p erm issio n  o f  th e  copyrigh t ow n er. Further reproduction  prohibited w ithout p erm issio n .
40
attitudes have run the gamut from so-called Anglo-conformity, through 
the melting pot ethos, to today's cultural pluralism.
Thus language mirrors the social-psychological life of a 
nation, and the consequent attitudes engendered by the language com­
munity will certainly affect the learning of the language.
Counseling and Language Learning 
The Language Teacher as Counselor
Effective counseling begins first with the teacher or 
counselor (Hippie, 1968). An unstable, poorly adjusted teacher can­
not hope to help someone else who is trying to cope with adjustment 
and psycho-social learning problems. Allen (1974) states that "the 
motivation of students often depends on the motivation of the teacher. 
The way the teacher acts is a reflection of his system of values, and 
he can do a great deal to spark enthusiasm and maintain interest"
(p. 8). Allen adds: "Counseling offers additional hope for motiva­
tion. In the area of language, Gilliland raised the achievement 
level of language among high school students through counseling"
(p. 3).
The personal qualities that the second language teacher should 
possess are stressed as part of the effective counseling process, 
'whether it is the teacher in the classroom dealing with problems of 
second language learning or the professional counselor in the office 
counseling with students having difficulties, the aim of both should 
be to help the student to help himself, to understand himself, to 
understand his problems, and to solve them to the extent that he may 
enhance his learning, improve his self image, if need be, and
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develop to his fullest potential.
According to Curran (1961), psychological problems may impede 
language learning, and the warm, accepting teacher can help to 
alleviate much anxiety, just as the counselor can do for the client.
If we ask what a counselor brings to a client threatened 
and anxious about personal problems, we might answer first 
of all, a deep understanding and acceptance of the client's 
feeling of inadequacy and the anxieties and insecurities it 
produces.
Through the counselor's commitment and dialogue, the 
client learns that his inadequacies will not be used against 
him, but will be understood and so reflected as to improve 
his self-understanding and enable him to cope with his 
threatened situation. This then would be one of the basic 
factors in the language-counselor-client relationship.
(p. 81)
The teacher-counselor must know the students with whom he is 
working. "From his observation of students and his conversation with 
them, the sensitive teacher-counselor can recognize those who need 
individual help" (Strang, 1953, p. 265). Being able to use the 
counseling keys of understanding, openness, competence, and authenti­
city (Fietrofesa, 1971) will aid the client (or student) to "move from 
a focus on the cognitive to a focus on the affective" (p. 13).
Research confirms that often emotional disturbance may hinder 
language learning. The teacher-counselor can contribute to the 
emotional development of his students in various ways including 
"being so well-adjusted himself that he does not create problems in 
his students;" understanding behavior so as not to "reinforce detri­
mental trends;" making adjustments in the group that are generally 
helpful; actually counseling or giving skillful referral; and obtain­
ing a knowledge of family attitudes and relationships, personal
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values, attitudes, and goals (Strang, 1953).
In order to relate effectively to the second language learner, 
the language teacher should be able to integrate counseling strategy 
with classroom learning and teaching. He must be alert to differ­
ences in individuals, languages, values, and cultures, and be able to 
recognize that there is no one "best" language nor way of life.
Zintz (Classroom, 1969) says:
Teachers must be continually alert to the differences in 
languages, values, customs, the whole cultural heritage, and 
seek to understand the students they teach as real people 
with all the feelings, attitudes and emotional responses that 
make them behave the way they do. Most important is the 
realization that one way of life or one language for communi­
cation is not better, nor superior, and not "more right" 
than another. (p. 9)
Counseling with the Second Language Learner
Just as all individuals deserve the opportunity to learn des­
pite language barriers, so "all humans deserve the dignity of being 
exposed to the same counseling service" inasmuch as "counseling 
practices have been established on the characteristics of humans" 
(Washington, 1968, p. 207).
Counseling with the second language learner, and especially if 
he is of the bilingual minority, requires special talent, understand­
ing, and preparation, especially as relates to psycho—social problems. 
The counselor or counselor-teacher must be warm, accepting, under­
standing, nonjudgmental, willing to relate, to empathize, to give of 
himself. He must take the student where he is, be genuinely inter­
ested in him, respect him, his thoughts, his ideals, his desires.
His mus : be sympathetic understanding that involves empathy not pity. 
His respect must involve belief in the worth and dignity of the
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individual, a belief in Che student's capacity to make sound 
decisions, faith, and trust, not approval or disapproval (Brand,
1972).
Where the problem relates to language proficiency, the 
teacher-counselor must be alert to cultural implications, cultural 
values, cultural interactions in the target language setting; and he 
should be aware of trends in psychological development, attitudes, 
and values.
Carroll (1971) stresses that "language teaching procedures 
car. be improved by application of psychological knowledge concerning 
the learning of language habits." Carroll further feels that "the 
teacher should acquire insight into the principles of educational 
psychology, linguistics, psycho-linguistics, sociology, and anthro­
pology which he will use in facilitating the students' acquisition of 
the English language and the American culture" (p. 101).
Counseling the second language learner is not a mystical, 
magical process. Counseling anyone is "an interpersonal helping pro­
cedure which begins with client exploration for the purpose of 
identifying thinking, feeling, and doing processes which are in any 
way self-defeating or which require upgrading" (Dyer and Vriend, 1975, 
p. 17). Counseling is dynamic interaction and involves the totality 
of human experience— interests, aptitude, attitudes, activities, 
problems, and concerns.
Counseling seeks no static code however excellent. It 
helps humans face problems and achieve homeostasis through 
harnessing the creative, explorative, imaginative powers 
of youth; the feedback of skill, reality and intelligence 
of adulthood; the societal correction which only humans 
can achieve through communication, interpersonal reaction
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and counsel. This is the dynamism the counselor/counselee 
seek. (Freeman, 1967, p. 285)
Helping the second language learner face his problems, over­
come his anxieties and fears, and relate to the language community, 
is no accident. The learning component in the counseling process 
(Curran, 1961) and the counseling component in the learning process 
justify the interaction of the two processes.
Titone (19 73) describes a method used by Charles A. Curran of 
Loyola University, Chicago, applying facets of the counseling relation­
ship to the learning of foreign languages. In learning a second or a 
foreign language persons may become anxious and feel threatened with 
reactions often similar to or identical with those encountered in 
initial counseling interviews as they try to describe personal 
problems.
Curran (1961) himself had been impressed by the suggestions in 
literature of a learning component in the counseling process, that 
"many problems of language communication have implications for person­
ality disturbances," and by the emphasis which had been placed in the 
counseling relationship of the "intensity of belonging and commitment 
between counselor and client" (p. 7S).
Curran began a three-year research the basic aim of which was 
to "determine if methods used in counseling skills and relationships 
could be adopted to facilitate the learning of foreign languages"
(p. 78). The sample included graduate and undergraduate students 
from three colleges who were studying German, French, Spanish, and 
Italian, and "for non-Americans this project also involved indirectly 
their improvement in English" (p. 79). The methodology included five
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stages and was devised to create relationships with the language- 
counselor which enabled the client to grow linguistically from a 
state of dependency, insecurity, and inadequacy to an increasingly 
independent, self-directed, and responsible use of one or more 
foreign languages.
In the study, "the learner was considered not as a student, 
but as a client; and the native instructor was thought of not as a 
teacher, but rather was trained in counseling skills adapted to his 
role as language-counselor" (p. 79).
The counseling techniques used in the project helped the 
students overcome fear, anxiety, strangeness, uncertainty and strong 
personal blocks, and to identify positively with the languages them­
selves. There were "deep personal gains" and changes in self­
reference and self-image.
In describing the results of the study, Curran states:
Findings of the research would seem to demonstrate that 
the process of foreign language learning has much in common 
with the process of psychological counseling. They begin 
at the same stage of negative emotion, where conflict and 
confusion predominate, and the person is unable to cope by 
himself with his problem. Then there is steady growth toward 
confident, independent activity and insight. This moves the 
client in the direction of increasingly less need of and 
dependence on the counselor. . . .
The lanruage-client begins with a negative self­
reference in his fear of or resistance to the foreign lan­
guage. He slowly begins to see himself speaking this foreign 
language and he emerges with a positive self-reference to the 
foreign language. (p. 92)
The project was successful in showing the interrelationships 
of counseling and language teaching and learning. Curran concluded:
This process was definitely furthered by the language 
counselor's (language teacher retrained in counseling
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techniques) ability to establish a warm, understanding and 
accepting relationship. . . . As in psychological counseling, 
the client's growth was most effectively furthered when there 
was an intense empathy between himself and the language 
counselor. (pp. 92-93)
S umma ry
This chapter has presented a review of literature in three 
areas related to the learning of a second or a foreign language.
These are second language teaching and learning, bilingualism, and 
counseling. The section on second language teaching and learning 
included an overview of social-psychological factors, especially 
attitudes and motivation; intellectual factors; and a summary of 
related factors. The section also included a review of literature 
concerning the role of the teacher in second language learning.
The section on bilingualism included the historical, social, 
and political movements which have affected the teaching of English 
as a second language in the United States. The third section dealing 
with counseling and language learning presented the relationships 
between counseling and language teaching, the language teacher as 
counselor, and counseling the second language learner.
Theory and research in second language learning support the 
belief that among the m a n y factors which influence second language 
learning, those of a psycho-social-cultural nature are the most 
important. Motivation is perhaps the most outstanding factor.
Language learning is gestalt and interdisciplinary in nature. 
It touches many disciplines such as psychology, sociology, anthro­
pology, and philosophy. Language as communication is social
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phenomenon. This is especially seen with regards to the bilingual 
student.
Bilingual students have many of the same problems which 
second language learners face. Because of the increased immigration 
of speakers of other languages, the problem of bilingual education 
has become a major issue In the United States today. This has necessi­
tated the implementation of special programs to facilitate the 
learning of English without degrading the student's own cultural 
heritage.
Research and literature reports further support the relation­
ship which exists between second or foreign language teaching/ 
learning and counseling. No matter what the method of teaching is, an 
atmosphere of warmth, acceptance, and commitment, as exemplified in 
counseling relationships, will enhance the learning process and make 
it easier to overcome psycho-social problems which may interfere with 
the learning of a second language.




This study had several purposes:
1. To classify certain factors which, according to literature 
and experiences of teachers who have taught a second language, and 
students who have learned a second language, are related to the 
learning of a second or a foreign language
2. To rate the relative importance of these factors in the 
learning of a second language by teachers and students of second 
languages
3. To rank the broad categories of aptitude, motivation, age, 
empathy, methodology, and attitude in order of importance with respect 
to the learning of a second language
4. To compare the classifications, ratings, and rankings of 
teachers and students of a second language
5. To compare language backgrounds, interests, attitudes, 
activities, problems and concerns, and study habits of students 
learning English as a second language, and those learning French, 
Spanish, and German
6. To compare responses on a language attitude questionnaire 
of students of English as a second language (ESL) and those learning 
French, Spanish, and German
48
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7. To present a theoretical counseling-teaching approach to 
be used to help alleviate problems which relate to the student's 
learning of a second language.
Methods of Research
This study utilized the following types of research:
1. Causal-comparative or "ex post facto." Causal-compara­
tive research is "to investigate possible cause-and-effeet 
relationships by observing some existing consequence and searching 
back through the data for plausible causal factors" (Isaac & Michael, 
1971, p. 14).
Ex post facto research is systematic empirical inquiry 
in which the scientist does not have direct control of inde­
pendent variables because their manifestations have already 
occurred or because they are inherently not manipulable.
Inferences about relations among variables are made, without 
direct intervention, from concomitant variation of indepen­
dent and dependent variables. (Kerlinger, 1973, p. 379)
2. Action. This type of research is "to develop new skills 
or new approaches and to solve problems with direct application to the 
classroom or other applied setting" (Isaac & Michael, 1971, p. 14).
Population and SampLe
A non-random, purposively selected sample of forty-five 
teachers and forty— five students of second languages was requested 
to classify, rate, and rank factors influencing the learning of a 
second or a foreign Language. The teachers included those who were 
teachers by profession who had both studied and taught at least one 
second language. The students included those who were currently 
enrolled in a second language class at the time of the study or who 
tiad studied or learned at least one second language previously.
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Forty-four teachers and forty-five students responded to the Factor 
Rating List. There was one non-return.
The purposively selected sample responding to the Second or 
Foreign Language Attitude Questionnaire was the entire population of 
the beginning, intermediate, conversation, and composition French, 
German, Spanish, and ESL classes at Andrews University and Andrews 
Academy during the winter quarter, 1973, as well as those students 
in Freshman Composition whose first language was not English. There 
were 189 students in all of the groups combined. The largest lan­
guage group responding to the questionnaire was that of Spanish 
students with a total of seventy. The English as a second language 
(ESL) group was second w'ith fifty-six students, followed by French 
with forty-six and German with seventeen.
Instruments
To explore the classifications, ratings, and rankings of the 
factors influencing the learning of a second language and to investi­
gate and compare language attitudes, interests, activities, problems, 
concerns, and study habits of students learning a second language, 
tv/o instruments were constructed based on information gathered from 
the review of liLerature, personal observations and experiences of 
second language teachers and students, and interviews.
Factor Rating List
The first instrument, a Factor Rating List (FRL), was 
designed to classify and rate certain factors found to be related to 
the learning of a second language and to rank the broad categories of 
aptitude, motivation, age, empathy, methodology, and attitude in
R ep ro d u ced  with p erm issio n  o f  th e  copyrigh t ow n er. Further reproduction  prohibited w ithout p erm issio n .
51
order of importance with respect to the learning of a second language. 
There were three categories into which fifty-nine factors were classi­
fied:
1. Primarily psycho-social or socio-cultural
2. Primarily related to aptitude
3. N:ot primarily psycho-social or socio-cultural, nor 
related to aptitude, but more related to such categories 
as age and method of instruction.
The factors were rated according to their importance in learning a
second language on a scale from 1-5, unimportant to extremely
important. The six broad categories of aptitude, motivation, age,
empathy, methodology, and attitude were ranked in order of importance
from 1-6, most important to least important.
Second Language Attitude Questionnaire
The second instrument, a Second Language Attitude Question­
naire (SLAQ), was designed to assess the general language backgrounds 
of students of second languages and to measure their interests in 
learning the second language, its importance or utility, the student's 
attitudes towards learning the language, their language activities 
outside of the classroom, their satisfaction and agreement with 
various aspects of learning the language, and their study habits.
Part I of the SLAQ assessed the general language backgrounds 
of the respondents. It was followed by six subscales dealing with 
interest, importance, attitudes, activities, satisfaction, and study 
habits, "Interest" referred to the reason for studying the language. 
"Importance" concerned the usefulness of the language in the world 
today. "Attitudes" dealt with feelings towards studying the language,
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the advantages or disadvantages of knowing it, the desire to continue 
studying it, and the attitudes of parents towards the student's 
learning the language. "Activities" included things done outside of 
class to improve the student's knowledge of the language. "Satis­
faction" measured the contentment the student had towards certain 
aspects of learning the language and teac’ner-student relations.
"Study Habits" assessed the amount of time the student spent doing 
assignments, studying, and using the language.
The ratings for each subscale were as follows:




Importance of the language
3— Very inportant/Strongly agree
2— Slightly important/Agree
1— Not imnortant/Disagree
Attitudes towards the language




Activities outside of school
3— Of ten
2— Sometimes
1— Rarely or never













Miscellaneous responses for each item
The subscale for study habits gave the respondents several 
choices to mark for each separate item concerning their study habits.
There were positive and negative items on the questionnaire. 
Either agreement or disagreement with an item might be a positive or 
negative response depending upon the nature of the statement. All 
items were tallied as marked by the respondent. The negative items 
were scored in reverse.
The Second Language Attitude Questionnaire (SLAQ) was an out 
growth cf several scales and questionnaires prepared by persons 
pursuing studies of language attitudes of secondary, college, and 
graduate students. Particular credit is given to the following 
persons:
1. Leon A. Jakobovits of the Center for Comparative Psycho­
linguistics of the University of Illinois, who prepared a Foreign 
Language Attitude Questionnaire at the request of the Committee I of 
the 1970 Northeast Conference on the Teaching of Foreign Languages 
(Tursi, 1970)
2. Members of the research teams who made a ten-year study 
of the teaching of English as a foreign language in ten countries on 
behalf of the International Association for the Evaluation of 
Educational Achievement (IEA), the results of which were
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reported by Lev/is and Mnssad (1975)
3. Herta Teitelbaum, Allison Edwards, and Alan Hudson of the 
University of Mew Mexico who explored "ethnic attitudes and the 
acquisition of Spanish as a second language" (Teitelbaum, 1975).
Free-response items were included on both the Factor Rating 
List and the Second Language Attitude Questionnaire. Responses to 
these items were optional. Although the responses could not be 
subjected to statistical analysis in the same way as were Che other 
items, it was felt that they would give further insight into the 
problems and concerns which second language learners face. The 
responses expressed both positive and negative attitudes.
Pi 1 n r  ̂f- iiH v
The SLAQ was piloted with the students in the ESL, French, 
and Spanish language classes at Andrews Academy to determine the need 
for changes, clarity of instructions, and the approximate time neces­
sary to respond to the questionnaire. Forty-three students 
participated in the pilot study.
The administering of the questionnaire took from approximately’ 
twenty minutes to one-half hour. It was not necessary to change any 
of the written instructions on the questionnaire. However, it was 
noted that more preliminary oral •■■xp lanations by the administrator 
were helpful. The order of the ratings in item 10, part VI was 
reversed from least preferred to most preferred course (1-6) to most 
preferred to least preferred course (6-1) in keeping with the order 
of the rating in parts IJ-VI. After these appropriate changes were
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made, Che questionnaire was administered to the students in the 
University.
Item Analysis
An item analysis was undertaken for each language group 
separately on each of the six subscales. The major output of the 
analysis was the coefficient alpha estimate of scale reliability and 
a point multiserial correlation coefficient (PMS) for each item. 
Coefficient alpha is the lowest bound of the correlations between 
observed scores and true (errorless) scores on a scale. Table 1 
gives the reliability of each scale with each group. Considering the 
small number of items in some scales, these coefficients are very 
satisfactory.
The point multiserial correlation (PMS) is the product 
moment correlation between scores on the individual items and total 
scores on the subtests. Tables 58 and 59, appendix C, give the PMS 
for each item with respect to the subscale to which it belongs, 
measured on the responses of each group, .'tost of the items with a 
PMS below .3 were omitted. A few were retained if the correlation 
was low for only one of the four groups compared, or if the items 
were important for content validity. On the original SLAQ there 
were 116 items. In part II, three items were omitted from the 
scoring; in part IV, fifteen items were omitted; in part VI, seven 
were omitted; and in part VII, one was omitted. This left a total 
of 90 items in the six subscales.
Hypotheses and Methods of Analysis
The following hypotheses are stated in the null form:
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1. There is no significant difference in the classifica­
tions by teachers and students of a second language of certain 
factors related to the learning of a second or a foreign language.
To test this hypothesis, chi-square analysis was used. The 
one dimension was teacher/student, and the other dimension was the 
category into which the factor was placed--primarily psycho-social, 
primarily aptitude, or other.
TABLE I
RELIABILITY OF SUBSCALES
Group Subscale Coefficient Alpha





Study Habits . 6644
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2. There is no significant correlation between the ratings 
of teachers and students of a second language of certain factors 
related to the learning of a second or a foreign language
The ratings of the fifty-nine factors by the forty-four 
teachers yielded a table giving the frequency with which each factor 
was given each rating— from unimportant to extremely important. A 
categorical scaling procedure (Bock & Jones, 1968, pp. 212-244) was 
used on this frequency table to yield scale values for the fifty-nine 
factors which could be considered to be on an interval scale. The 
same procedure was used for the ratings by the forty-five students.
A product-moment correlation coefficient was obtained between these 
two sets of ratings. Coefficients of relation in effect tell "the 
magnitude and (usually) the direction of the relation" (Kerlinger, 
1973, p. 145).
3. There is no significant correlation between the rankings 
by teachers and students of a second language of the broad cate­
gories of aptitude, motivation, age, empathy, methodology, and 
attitude, as related to the learning of a second or a foreign 
language
The ranks assigned by the teachers to the six broad cate­
gories yielded a table showing the proportion of times each category 
was given each rank. This was subjected to a procedure using the 
paired-comparison scaling technique (Bock & Jones, 1968, pp. 161-165) 
to yield scale values of the categories on an interval scale. The 
same procedure was carried out on the students' rankings. The product 
moment correlation coefficient was obtained between these two sets of 
scale values.
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A. There is no significant difference among the centroids 
of the four language groups (ESL, Spanish, German, and French) as 
defined by their means on six dimensions related to the learning of 
a second language— interest, importance, attitudes, activities, satis­
faction, and study habits.
Multivariate analysis of variance (Harris, 1975, p. vi) was 
used to compare the centroids of the four language groups as defined 
by the group means on the six variables measured by the SLAO. This 
was followed up by multiple discriminant analysis to obtain the opti­
mal weights of the six variables in maximally discriminating among 
the four groups. Discriminant analysis was useful for this study 
inasmuch as the groups were defined a priori and the purpose was to 
distinguish them from one another on the basis of the score profiles 
(Nunnallv, 1967, p. 338).
5. There is no significant difference in the responses of 
the four language groups to the individual items measuring interest, 
importance, attitudes, activities, satisfaction, and study habits 
This hypothesis was tested by applying chi-square analysis 
to the responses to each of the 90 separate questions on the six 
subscales. In each case the one dimension was language group, and 
the other dimension was response category.
For each statistical test, alpha was set at .05.
Procedure
Factor Rating List (FRL)
A purposive effort was made to find teachers and students of 
second languages who represented a number of language backgrounds
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from various parts of the world to respond to the Factor Rating List 
(see table 2 and the pages following for language backgrounds). The 
FRL was put into a large envelope and given to the respondent person­
ally by the researcher along with a letter (see appendix A) briefly 
stating the purpose of the FRL. The completed FRL was returned to 
the researcher personally, to her library carrel, or to the depart­
ment in which she worked.
A comparison was made of the responses to classifications,
ratings, and rankings of factors related to the learning of a second
language by the teachers and the students.
Second Language Attitude Questionnaire (SLAQ)
The Second Language Attitude Questionnaire (SLAQ) was 
administered personally by the researcher to the ESL and the begin­
ning and the intermediate French, German, and Spanish language 
classes at Andrews University during the winter quarter, 1978. 
Students in the Spanish composition and conversation classes, and 
ESL students in the Freshman Composition classes also responded to 
the questionnaire.
The regular teacher introduced the researcher, who, in turn, 
explained to the class the nature of the study. Directions from the 
questionnaire were read together (by the administrator orally and by 
the students silently), further explanations were given, and any 
questions which had arisen were answered. The regular teachers of 
the ESL classes helped the administrator to clarify individually any 
items or terms which might not have been fully understood by the 
students. There was no time limit.
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Thirty-three interviews with administrators, teachers, and 
students of second languages were conducted to obtain free, open 
responses to questions of concerns, attitudes, interests, and felt 
needs of second language learners. A special effort was made to 
establish rapport with respondents in order to receive honest 
responses. The interviews were conducted in several ways. They 
included:
1. Classroom interviews of several groups of students
2. One—to—one interviews outside of class
3. Group interviews outside of class
4. Telephone interviews
5. Private home or office interviews
(Generally these home or office interviews were with one per­
son, but sometimes they were with more than one. Sometimes they were 
in the researcher's office or home. At other times they were in the 
office or home of the interviewee).
Some of the interviews were quite structured. Others were 
very informal. Some were volunteered. Most were requested by the 
researcher. Whereas no formal records were taken at a number of the 
interviews, recordings by permission were made of some of the con­
versations, while notes were taken of others.
Data from the Questionnaire, the Factor Rating List, and the 
interviews were coded, key-punched, analyzed, and tabulated. Conclu­
sions and recommendations were made in accordance with the findings.
Summary
This chapter first presented the seven-fold purpose of the
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study. The methods of research were given followed by a description 
of the population and sample. Two instruments, the Factor Rating 
List (FPJ.) and the Second Language Attitude Questionnaire (SLAQ), 
were described along with the pilot study and the item analysis.
Five hypotheses were presented with the method of analysis 
used to test each hypothesis. These methods of analysis included 
multivariate analysis of variance, multiple discriminant analysis, 
chi square, categorical scaling, paired comparison scaling, and 
product-moment correlation.
The procedures used for administering the Factor Rating 
List and the Second Language Attitude Questionnaire were given, 
followed by a discussion of the thirty-three interviews with 
administrators, teachers, and students of second languages.
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CHAPTER IV
PRESENTATION OF THE FINDINGS 
Introduction
This chapter presents the findings from the analyses of data 
collected from the Second or Foreign Language Attitude Questionnaire 
and from the Factor Rating List which was to classify, rate, and rank 
factors related to the learning of a second or a foreign language.
There are four sections:
1. Demographic Data
2. Second or Foreign Language Attitude Questionnaire
3. Factor Rating List
4. Free-response Items
Demographic Data
Of the 189 respondents to the Second Language Attitude 
Questionnaire, the majority (119) spoke Englicn as a native language. 
The next largest language group of speakers was that of the Romance 
languages with 31 speakers. Oriental speakers followed with 14; 
German, Scandinavian, and Balto-Slavic languages came next with 7. 
African languages tied with Malayo-Polynesian and Indian languages 
with 6 speakers each, followed by Armenian, Indo-Iranian, and Greek 
languages with 5 speakers. Table 2 shows the actual native languages 
represented, 25 in all, along with the specific number of speakers 
representing each language.
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TABLE 2
NATIVE LANGUAGES OF RESPONDENTS TO THE SECOND OR 
FOREIGN LANGUAGE ATTITUDE QUESTIONNAIRE
Native Language Speakers Native Language Speakers
Armenian 4 Kpelle 1
Cambodian 1 Luo 1
Chinese 1 Luya
Danish 1 Persian 1
Dutch 1 Portuguese 1
Ebr ie 1 Spanish 31
English 119 Swahili 1
Finnish 1X. Tagalog 1
Cerman 2 Thai 1
Icelandic i Ukrainian 1
Indonesian 5 Vietnamese 1
Japanese 4 Yugoslavian 1
Korean 7
There were twenty-eight other languages spoken or understood 
by the respondents. Table 3 shows the actual languages and the 
numbers of students who spoke or understood them.
Eighty-nine of the respondents to the Language Attitude 
Questionnaire (or approximately 47 percent of them) began studying the 
particular language of the group between the ages of sixteen and 
twenty. Seventy-three percent learned most of the language in school. 
Only about half of the respondents felt that they knew the grammar 
of their own native language very well.
Of the ninety-two respondents who were not born in the United 
States, slightly less than one third of them had lived here for less 
than one year. Another one third had lived here between one and 
three years. Fourteen percent of them had lived in the United States 
between five and ten years, while another 14 percent had lived in the
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TABLE 3
OTHER LANGUAGES SPOKEN OR UNDERSTOOD BY 
RESPONDENTS TO THE SECOND OR FOREIGN 
LANGUAGE ATTITUDE QUESTIONNAIRE
Language Speakers Language Speakers
Afrikaans 2 Luganda 1
Baoule 1 'tandinka 1
Danish 1 Norwegian 2
English 58 Norwinga 1
Farsi (Persian) 5 Polish 1
French 27 Portuguese 4
German 11 Romanian 2
Greek 2 Russian 1
Hindi 2 Sinhala 1
Illocano 1 Spanish 37
Italran 1 Swahili 2
Japanese 4 Swedish 2
Kipane 1 Tagalog 2
Korean 1 Vai 1
United States for more than ten years.
Fifty-five percent of the students said that they liked 
living in the United States. Thirty-nine percent liked living here 
sometimes, while only 4 percent did not like living in the United 
States at all. The majority of the respondents had been born in the 
Far East, followed closely by those born in the French or Spanish 
Caribbean area. Forty-five percent of the students were not sure 
about their returning to their own country to live, while 24 percent 
definitely did not plan to do so.
Among the forty-four teachers and the forty-five students of 
second languages who responded to the Factor Rating List were those 
with experience not only as teachers and students but also as 
administrators, ministers, translators, and business executives. The
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students were college undergraduates and university graduate students 
(master's and doctoral levels) and seminarians (master's and doctoral 
levels).
The teachers represented eighteen native languages; the 
students also represented eighteen. Table 4 identifies the languages 
and the number of speakers for each. Some students reported two lan­
guages as native, having grown up with both and knowing the two so 
equally well that they were unable to distinguish one as being more 
native than the other.
TABLE 4
NATIVE LANGUAGES SPOKEN 3Y TEACHERS AND STUDENTS
Teachers Students
Language Speakers Language Speakers
Arabic 1 Amharic 1
Batak 1 Armenian 3
Chinese 1 Danish 1
Czechoslavakian 1 Ebrie 1
English 20 English 8
Finnish 1 German 1
French 1 Hokka 1
German 3 Igbo 1
Icelandic 1 Indonesian 2
Korean Japanese 2
Mizo 1 Korean 2
Romanian 1 Kpelle 1
Spanish Persian (Farsi) 1
Swedish 1 Portuguese 2
Tagalog 1 Russian 1
Tigrigna 1 Spanish 2.0
Tumbuka 1 Yoruba 1
Yoruba 2 Yugoslavian 1
Teachers and students together spoke-, read, or understood 
fifty-one languages or dialects besides their own native tongues.
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Thirty-eight second languages or dialects were represented by the 
teachers. They are as follows:
1 . Afrikaans 20. Kinyarwanda
2. Amharic 21. Korean
3. Chewa 22. Lao
4. Chinese (Peking) 23. Latin
5. Creole 24. Malay
6. Danish 25. Norwegian
7. Dutch 26. Nsenga
S. English 27. Nupe
9. French 28. Portuguese
10. German 29. Quechua
11. Greek 30. Romanian
12. Hausa 31. Russian
13. Hebrew 32. Sindebele
14. Hindi 33. Spanish
15. Hokka 34. Swahili
16. Indonesian 35. Swedish
17. Italian 36. Thai
18. Japanese 37. Ukranian
19. Khasi 38. Vai
Thirty-two second languages or dialects were reprcsen
idents. They are as follows:
1. Afrikaans 17. Italian
2. Arabic CO Japanese
3. Aramaic 19. Latin
4. Armenian 20. Malay
5. Bassa 21. Mandarin
6. Cantonese 22. Mandinka
7. Catalan 23. Norwegian
8 . Chinese 24. Persian (Farsi)
9. Dutch 25. Polish
10. English 26. Portuguese
11. French 27. Russian
12. German 00CM Spanish
13. Greek 29. Swedish
14. Hebrew 30. Syriac
15. Hokka 31. Tagalog
16. Hokkien 32. Vai
Second languages which had actually been taught included the 
following:
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1. Amharic 10. Korean
2. Arabic 11. Latin
3. Chewa 12. Mizo
4. Danish 13. Spanish
5. English 14. Swahili
6. French 15. Tagalog
7. German 16. Tigrigna




Hypothesis 1: There is no significant difference in
the classification by teachers and students of a second 
language of certain factors related to the learning of 
second or a foreign language.
Two groups, forty-four teachers and forty-five students of a 
second or a foreign language classified fifty-nine factors related to 
the learning of a second or a foreign language. The factors were 
classified into three categories:
1. Primarily psycho-social or socie-cultural
2. Primarily related to aptitude
3. Not primarily psycho-social or socio-cultural nor 
related to aptitude.
Teachers and students responded very similarly in most of 
their classifications of the factors. However, there was little 
agreement on several.
Table 62, appendix C shows the frequencies of teacher 
responses. Thirty-seven factors were classified as primarily psycho­
social or socio-cultural; nine factors were classified as primarily 
related to aptitude; thirteen were classified as not primarily 
psycho-social or socio-cultural nor related to aptitude.
Table 63, appendix C shows the frequencies of student
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responses. The students classified thirty— five factors as primarily 
psycho-social or socio-cultural, nine factors as primarily related 
to aptitude, and fifteen as not primarily psycho-social or socio­
cultural nor related to aptitude.
Using chi square analysis, it was found that for the classi­
fication of the factors by the two groups, there were seven factors 
significantly different at the probability level of .05. Results of 
the analysis for all of the factors are given in Table 61, appendix C. 
Proportional frequencies of responses for all significant factors are 
given in tables 5-11. This hypothesis was accepted for fifty-two 
items and rejected for seven.
Table 5 shows the chi square analysis for item 18, educational 
necessity of learning second language. For the data of table 5, chi 
square = 6.4235 with 2 degrees of freedom and a probability of .040. 
The majority of both teachers and students agreed that item 18 is 
primarily psycho-social.
TABLE 5
PROPORTIONAL RESPONSES FOR ITEM 18 
(EDUCATIONAL NECESSITY OF LEARNING SECOND LANGUAGE)
Croup N Psycho-social Aptitude Other
Teachers 44 .591 .045 .364
Students 43 .581 .209 .209
Total 87 .586 .126 .287
Table 6 shows the chi square analys is for item 33, fear <
failure.
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TABLE 6
PROPORTIONAL RESPONSES FOR ITEM 33 
(FEAR OF FAILURE)
Group N Psycho-social Aptitude Other
Teachers 44 .818 .068 .114
Students 43 .558 .256 .186
Total 87 .690 .161 .149
For the data of table 6, chi square = 7.6532 with 2 degrees of 
freedom and a probability of .022. Item 33 was classified as 
primarily psycho-social by the majority of both teachers and students.
Table 7 shows the chi square analysis for item 35, national­
istic and ethnic attitudes. Table 8 shows the chi square analysis for 
item 38, desire for easy credit.
TABLE 7
PROPORTIONAL RESPONSES FOR ITEM 35 (NATIONAL­
ISTIC AND ETHNIC ATTITUDES)
Group N Psycho-social Aptitude Other
Teachers 44 .955 .000 .045
Students 43 .721 .163 .116
Total 87 .839 .080 .080
For the data of table 7, chi square = 7.0506 with 2 degrees 
of freedom and a probability of .029. According to teachers and 
students, this item is primarily psycho-social.
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TABLE 8
PROPORTIONAL RESPONSES FOR ITEM 33 
(DESIRE FOR EASY CREDIT)
Group N Psycho-social Aptitude Other
Teachers 44 .250 .023 .727
Students 44 .227 .250 .523
Total 88 .239 .136 .625
For the data of table 8, chi square = 9.8537 with 2 degrees 
of freedom and a probability of .007. More teachers than students 
classified this item as primarily psycho-social, and more students 
than teachers classified it as primarily related to aptitude. How­
ever, the majority of both teachers and students agreed that it was 
more related to category 3, other influences.
Table 9 shows the chi square analysis for item 42, strong 
authoritarian attitudes.
TABLE 9








Teachers 44 .614 .068 .318
Students 44 .386 .227 .386
Total 88 .500 .148 .352
For the data of table 9, chi square = 6.3323 with 2 degrees 
of freedom and a probability of .042. Students felt that this factor
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was related to all three categories. The majority of the teachers 
classified this factor as primarily psycho-social.
Table 10 shows the chi square analysis for item 53, hostility 
and resentment towards institution.
TABLE 10
PROPORTIONAL RESPONSES FOR ITEM 53 (HOSTILITY 
AND RESENTMENT TOWARDS INSTITUTION)
Group N Psycho-social Aptitude Other
1 2 3
Teachers 43 .744 .047 .209
Students 43 .488 .186 .326
Total 86 .616 .116 .267
For the data of table 10, chi square = 6.S700 with 2 degrees 
of freedom and a probability of .031. This factor was also classified 
as primarily psycho-social by both teachers and students.
Table 11 shows the chi square analysis for item 56, hatred of 
target language and culture.
TABLE 11
PROPORTIONAL RESPONSES FOR ITEM 56 (HATRED 
OF TARGET LANGUAGE AND CULTURE)
Group N Psvcho-socia1 Aptitude Other
1 2 3
Teachers 44 .932 .023 .045
Students 44 .659 .114 .227
Total 88 .795 .068 .136
For the data of table 11, chi square = 7.3119 with 2 degrees
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of freedom and a probability of .026. Both teachers and students 
agreed that item 56 was primarily psycho-social.
Despite the significant difference in classification by 
teachers and students for these seven factors, both groups considered 
all but one of them as primarily psycho-social or socio-cultural.
Only factor 38, desire for easy credit, was classified by the majority 
of both groups as not primarily psycho-socio-cultural nor related to 
aptitude. The greatest discrepancy between the two groups was in the 
classification of item 42, strong authoritarian attitudes. Many more 
of the teachers felt that this factor was primarily psycho-social- 
cultural than did students.
Hypothesis 2: There is no correlation between the
ratings by teachers and students of a second language of 
certain factors related to the learning of a second or a 
foreign language.
The same forty-four teachers and forty-five students rated the 
fifty-nine factors from unimportant (1) to extremely important (5). 
Table 64, appendix C gives the frequencies of responses of teachers 
and students in each category for each item.
In order to obtain an interval scale for the fifty-nine items 
for the responses of the teachers and students, a categorical 
scaling procedure was used with the frequency response tables as 
basis for the scaling. Table 65 shows the scale values assigned to 
the fifty-nine items by these two groups of respondents.
To test hypothesis 2, a product-moment correlation coefficient 
was obtained between the two distributions of scale values. This 
correlation was .49. This is statistically significant at the .001 
level and indicates a moderate relationship between the two sets of
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scales. Approximately 24 percent (.49 x .49) of the variance on the 
students’ distribution is common to that of the teachers' distribu­
tion. Hypothesis 2 was therefore rejected.
Tables 12 and 13 identify the factors rated the most important 
and the least important by teachers and students. As can be seen 
from the tables, both teachers and students rated the same factors as 
the most important with respect to learning a second language. How­
ever, they rated them in a different order.
Four of the five factors rated the least important by both 
teachers and students were the same in a slightly different order.
They differed with respect to item 41, isolation in "special" classes, 
and item 53, hostility and resentment towards the institution. Item 
40, willingness to learn and be taught, was rated the most important 
by both groups. Item 38, desire for easy credit, was rated by both 
groups as the least important.
Hypothesis 3: There is no significant correlation between
the rankings by teachers and students of a second language of 
the broad categories of aptitude, motivation, age, empathy, 
methodology, and attitude as related to the learning of a 
second or a foreign language.
Six categories related to the learning of a second or a 
foreign language were ranked as to their relative importance in the 
learning of a second or a foreign language on a scale from most impor­
tant (1) to least important (6). To obtain scale values for these 
data, the sets of ranks by the teachers and students were subjected 
to a paired comparison scaling procedure derived from a rank order 
table. Table 66, appendix C shows the proportion of times each 
stimulus (category) was given each rank by teachers and students 
separately and then combined.
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TABLE 12
MOST IMPORTANT AND LEAST IMPORTANT FACTORS 
BY TEACHERS (DESCENDING ORDER)
Most Important Least Important
40 Willingness to learn 
and be taught
23 Socio-economic status of 
family
17 Quality of instruction 42 Strong authoritarian 
attitudes
13 Practice or lack of 
practice
41 Isolation in "special" 
classes
24 Degree of acculturation 34 Student's rejection of his/ 
her native culture
48 Interest in language 
learning
38 Desire for easy credit
TABLE 13
MOST IMPORTANT AND LEAST IMPORTANT FACTORS 
BY STUDENTS (DESCENDING ORDER)
Most Important Least Important
40 Willingness to learn 
and be taught
23 Socio-economic status of 
family
13 Practice or lack of 
practice
53 Hostility and resentment 
towards institution
17 Quality of instruction 34 Student's rejection of his/ 
her native culture
48 Interest in language 
learning
42 Strong authoritarian 
attitudes
24 Degree of acculturation 38 Desire for easy credit
Following the minimum normit chi square solution, each
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d L.str ibut ion was tr.ms Formed to a scale of 3 to 0. Table 14 shows 
the scale values and rankings by the teachers separately and then 
combined. The product moment correlation between the teachers' and 
students' ratings was .94 with a probability less than .0001.
TABLE 14
SCALE VALUES AND RANKINGS OF 
TEACHERS AND STUDENTS






























Table 15 shows the rankings of teachers and students in order 
from most important (1) to least important (6) . For both teachers 
and students separately, as well as for the total combined group, 
motivation was the most important factor, while empathy was the least 
important. Hypothesis 3 was rejected.
Second Language Attitude Questionnaire (SLAQ)
The SLAQ was administered to four language groups (ESL, 
Spanish, German, and French) to determine the extent and importance 
of various aspects of the learning of a second language. The ques­
tions were identical for each language group.
Several statistical tests were used to assess student interest
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TABLE 15
RANKINGS OF TEACHERS AND STUDENTS
Rank Teachers Students Combined
1. Motivation Motivation Motivation
2. Attitude Aptitude Attitude
3. Aptitude Attitude Aptitude
4. Methodology Age Age
5. Age Methodology Methodology
6. Empathy Empa thy Empathy
in, the importance and utility of, and attitudes towards the learning 
of English as a second language, Spanish, German, and French; student 
satisfaction and agreement with general classroom related aspects of 
learning the language; outside activities and study habits relative 
to the separate languages. There was a total of 189 respondents 
divided as follows: ESL, 56; Spanish, 70; German, 17; French, 46.
Hypothesis 4 : There is no significant difference among
the centroids of the four language groups (ESL, Spanish,
German, and French) as defined by their means on six dimen­
sions related to the learning of a second language— interest, 
importance, attitudes, activities, satisfaction, and study 
habits.
Table 16 shows the mean score of each language group on each 
of the six variables measured on the SLAQ. Multivariate analysis of 
variance and multiple discriminant analysis were used to test the 
hypothesis.
The multivariate analysis of variance used to test the 
equality of the centroids yielded an F ratio of 11.13 with IS and 
510 degrees of freedom and a probability less than .00005. Hypo­
thesis 4 was therefore rejected. There was a significant difference 
among the group centroids.
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The English as a second language group was Che most positive 
with respect to interest, importance, and activities; but the group 
was the most negative in their attitudes towards learning the lan­
guage. The Spanish group indicated the most positive attitudes and 
the greatest satisfaction. The study habits for all of the groups 
were about the same, being only slightly better for the students of 
Spanish.
Because of the significance of the F ratio, multiple dis­
criminant analysis was used to study the relative importance of the 
six variables in discriminating among the four language groups. The 
first discriminant function yielded an approximate chi square of 
171.61 with 18 degrees of freedom and a probability of less than 
.0005. Table 17 shows the discriminant weights of the subscales.
TABLE 17
discriminant a n a l y s i s of subscales






(6) Study Habits 11.8313
The variables contributing most strongly to the separation of 
the groups are seen to be activities, satisfaction, and attitudes. 
Table 18 shows the means of the four language groups on discriminant 
function 1. The ESL group showed the highest mean, with the French,
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German, and Spanish groups clustered well below.
TABLE 18
GROUP MEANS ON DISCRIMINANT FUNCTION 1
Group Mean
English ( E ) ......................  6.005
Spanish (S)   -3.500
German (G)   -3.675
French (F)   -4.059
. . (S) . . . .
-6 -4 -2 0 2 4 6
(F) (E)
(S)
Figure 1 places the four language groups on a continuum and 
indicates the variables most important in separating them. The 
arrows indicate increasing positiveness. Only those variables whose 
standard weight was at least 50 percent of the maximum one were used 
in the interpretation.
Variable Weight Rank
---------- activities  44.6701  ^  1
----------  satisfaction --------- -24.1329 2
  attitudes ------------  -19.7792 3
Fig. 1. Discriminant function of variables related to 
learning a second or a foreign language. The most important relative 
weights are shown in descending order of importance from the top.
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In moving from left to right on the continuum, an increasing 
positiveness is shown as to activities involving the use of the lan­
guage outside of the classroom. This function is the one which most 
significantly discriminated among the four groups, with the 
activities on the part of those studying English as a second lan­
guage being the greatest. Satisfaction was the next most important 
discriminant function distinguishing the four language groups, fol­
lowed closely by attitudes.
Figure 1 clearly shows that the ESL students engage in more 
activities outside of class involving the use of the language than do 
the other language groups, but they obtain less satisfaction from 
their language study and have less positive attitudes towards it.
Hypothesis 5: There is no significant difference in
responses of the four language groups to the individual 
items measuring interest, importance, attitudes, activities, 
satisfaction, and study habits.
This hypothesis was tested by chi square analysis on each of 
the ninety items of the six subscales. Results of this analysis for 
all items are given in table 60, appendix C. Details of the analysis 
for all items yielding a significant chi square are given scale by 
scale in tables 19-55. Tha term ,!this language" as stated in each 
item is representative of all the language groups (English, Spanish, 
German, and French). The items were identical for all groups.
Interest (Part II)
Four items on this subscale in Part II yielded a significant 
chi square.
I tern II(lb): I am studying "this language" so I can under­
stand textbooks in "the language."
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Table 19 gives the proportional frequencies of responses in
each category for this item by each language group. For the data of
table 19, chi square = 33.9120 with 6 degrees of freedom and a pro­
bability less than .0005. The ESL group considered this item much
more important than did the other groups.
TABLE 19






English 54 .130 .259 .611
Spanish 67 .448 .373 .179
German 16 . 375 .438 .188
French 42 .476 .310 .214
Total 179 .352 .330 .318
Item II(lc) : I am studying "this language" because I
was given no choice in the matter.
The proportional frequencies of responses for item II(lc) 
are given in table 20. For the data of table 20, chi square =
49.1927 with 6 degrees of freedom and a probability less than .0005. 
Students in the English group were much more in agreement with this 
statement, that they were studying because of no choice in the 
matter. For most of them the item was very important.
Item II(le): I am studying "this language" because I
want a good grade to help my grade point average.
Table 21 gives the proportional frequencies of responses in
each category for this item by each language group.
For the data of table 21, chi square = 16.9046 with 6 degrees
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TABLE 20






English 54 .278 .333 .389
Spanish 66 .818 .091 .091
German 16 .813 .188 .000
French 41 .878 .024 .098
Total 177 .667 .158 .175
TABLE 21






English 54 .278 .278 .444
Spanish 66 .500 .318 .182
German 16 .750 .188 .062
French 39 .487 .333 .179
Total 175 .451 .237 .251
of freedom and a probability of .010. This item was the most 
important to the ESL group. They were studying the language because 
they wanted a good grade to help their grade point average. This 
item was less important to the German class than to the others.
Item IlC3h): I want to learn "this language" so I can
read religious publications in "the language."
Table 22 gives the proportional frequencies of responses in 
each category for this item for each language group.
For the data of table 22, chi square = 13.8763 with 6 degrees
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TABLE 22
PROPORTIONAL RESPONSES FOR ITEM II(3h)
Group N Not Slightly VeryImportant Important Important
English 53 .189 .340 .472
Spanish 68 . 368 .382 .250
German 16 .500 .250 .250
French 44 .477 .364 .159
Total 181 .354 .354 .293
of freedom and a probability of .031. The English language group 
responded more positively on this item, indicating their desire to 
learn tne language so as to be able to read religious publications.
Importance or Utility (Part III)
Seven items on this subscale yielded a significant chi
square.
Item 111 (1): "This language” is very important in the
world today.
Table 23 gives the proportional frequencies of responses in 
each category for this item by each language group. For the data of 
this table, chi square = 22.7500 with 6 degrees of freedom and a 
probability of .001. The ESL group responded more positively on 
this item followed by the Spanish, French, and German classes res­
pectively, in their rating of the importance of the language in the 
world today.
Item III(2): I need to know "this language" in my
course of study.
Table 24 gives the proportional frequencies of responses in
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TABLE 2 3
PROPORTIONAL RESPONSES FOR ITEM III(l)





















Total 188 .069 .410 .521
TABLE 24
PROPORTIONAL RESPONSES FOR ITEM 111(2)





















Total 1S8 .330 .271 .399
each category for this item by each language group.
For the data of table 24, chi square = 24.6007 with 6 degrees 
of freedom and a probability less than .0005. The response of the 
ESL group was the most positive on this item, followed by the 
students of German, then Spanish and French. The English language 
was important for the course of study.
I tom 111(3): I need to know "this language" to get 
a good job.
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Table 25 gives Che proportional frequencies of responses in 
each category for this item by each language group.
TABLE 25
PROPORTIONAL RESPONSES FOR ITEM 111(3)
Group N Disagree Agree StronglyAgree
English 55 .182 .273 .545
Spanish 68 .603 .265 .132
German 16 .750 .125 .125
French 46 .696 .239 .065
Total 185 .514 .249 .238
For the data of table 25, chi square = 45.4687 with 6 degrees 
of freedom and a probability less than .0005.
The significant difference in this item was substantially 
great, the English group responding much more positively than the 
others. They needed to know English to get a good job.
Item 111(4): "This language" is spoken by persons who
are close to me.
Table 26 gives the proportional frequencies of responses in 
each category for this item by each language group. For the data of 
this table, chi square = 23.0336 with 6 degrees of freedom and a 
probability of .001. Both the English and Spanish language groups 
responded more positively than the other groups on this item. There 
were persons close to them who spoke the language.
Item 111(8): Knowing "this language" will make me more
important in my country.
Table 27 gives the proportional frequencies of responses in
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TABLE 2 6
PROPORTIONAL RESPONSES FOR ITEM III(A)
Group n Disagree Agree StronglyAgree
English 54 .204 .407 .389
Spanish 69 .377 .290 .333
German 16 .438 .375 .188
French 46 .696 .152 .152
Total 185 .411 .297 .292
PR0P0RTIONAL
TABLE 27 
RESPONSES FOR ITEM 111(8)
SfonglyGroup N Disagree Agree Agree
English 56 .375 .339 .286
Spanish 68 .662 .206 .132
German 17 .824 .176 .000
French 46 .652 .196 .152
Total 187 .588 .241 .171
each category for this item by each language group.
For the data of table 27, chi square = 14.3769 with 6 degrees 
of freedom and a probability of .026. The language students for the 
most part do not believe that knowing the second language will make 
them more important in their country. However, the English language 
students disagreed the least on this item.
11cm 111 (9): Studying "this language" will help me to
understand my own native language better.
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Table 28 gives the proportional frequencies of responses in 
each category for this item by each language group.
TABLE 28
PROPORTIONAL RESPONSES FOR ITEM 111(9)
Croup N Disagree Agree StronglyAgree
English 56 .661 .250 .089
Spanish 69 .290 .435 .275
German 17 .176 .353 .471
French 46 .348 .457 .196
Total 188 .404 .378 .218
For the data of table 28, chi square = 23.8368 with 6 degrees
of freedom and a probability of .001. German language students res­
ponded the most positively on this item, ESL students the most 
negatively.
Iteni III(10): Knowing "this language" will make me
more important socially.
Table 29 gives the proportional frequencies of responses in 
each category for this item by each language group.
For the data of table 29, chi square = 25.S448 with 6 degrees
of freedom and a probability less than .0005. The English language
students felt more than the others that knowing the language would 
make them mere important socially.
Attitudes (Part IV)
Ten items on this subscaie yielded a significant chi square
Item IV(3): I like "this language" more than most other
subjects.
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TABLE 29
PROPORTIONAL RESPONSES FOR ITEM 111(10)
Group N Disagree Agree StronglyAgree
English 54 .278 .444 .278
Spanish 68 .559 .353 .088
German 17 .882 .118 .000
French 46 .630 .326 .043
Total 185 .524 .351 .124
Table 30 gives the proportional frequencies of response
itegory for this item by each language group.
TABLE 30
PROPORTIONAL RESPONSES FOR ITEM IV(3)
Group N Strongly Disagree Agree StronglyDisagree Agree
English 51 .314 .373 .255 .059
Spanish 69 .043 .333 .319 .304
German 17 . 059 .588 .353 .000
French 45 .156 .311 .311 .222
Total 182 .148 .363 .302 .187
For the data of table 30, chi square = 26.2577 with 9 degrees 
of freedom and a probability of .002. The Spanish and then the 
French language students responded the most positively on this item. 
The students of English and German responded the most negatively 
indicating that they did not like the language more than most
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other subjects. None of the students in the German class strongly
agreed with this item.
Item IV(4): I would like to continue studying "this
language" after the end of this quarter.
Table 31 gives the proportional frequencies of responses in
each category for this item by each language group.
TABLE 31
PROPORTIONAL RESPONSES FOR ITEM IV(4)
Group N StronglyDisagree Disagree Agree
Strongly
Agree
English 56 .286 .089 .339 .286
Spanish 70 .029 .100 .357 .514
German 17 .059 .059 .529 .353
French 46 .196 .109 .261 .435
Total 189 .148 .095 .344 .413
For the data of table 31, chi square = 18.4456 with 9 degrees 
of freedom and a probability of .030. Most of the Spanish language 
students strongly agreed with this item. Only 29 percent of the ESL 
students strongly desired to continue studying the language after the 
end of the quarter. Another 29 percent did not want to continue 
their study.
Item IV(5): "This language" gets more interesting all
the time.
Table 32 gives the proportional frequencies of responses in 
each category for this item by each language group.
For the data of table 32, chi square = 17.1437 with 9 degrees 
of freedom and a probability of .046. The Spanish language group was
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much more in agreement with this item than were the others. The ESL 
group was the least in agreement.
TABLE 32
PROPORTIONAL RESPONSES FOR ITEM IV(5)
Group N Strongly Disagree Disagree Agree
Strongly
Agree
English 56 .161 .375 .304 .161
Spanish 70 .029 .214 .357 .400
German 17 .059 .294 .471 .176
French 45 .178 .200 .422 .200
Total 183 .106 .266 .367 .261
Item IY(S) : I really don't need to learn "this language"
for my career.
Table 33 gives the proportional frequencies of responses in
ich category for this item by each language group.
TABLE 33
PROPORTIONAL RESPONSES FOR ITEM IV(8)
Group N StronglyDisagree Disagree Agree
Strongly
Agree
English 55 .473 .291 .200 .036
Spanish 70 .214 .229 .386 .171
German 17 .118 .294 .294 .294
French 46 .174 .261 .413 .152
Total 138 .271 .261 .330 .138
For the data of table 33, chi square = 20.0459 with 9 degrees
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of freedom and a probability of .018. The ESL group most strongly
disagreed with this item.
Item IV(10): I think that everyone should learn "this
language."
Table 34 gives the proportional frequencies of responses in 
each category for this item by each language group.
TABLE 34
PROPORTIONAL RESPONSES FOR ITEM IV(10)
Strongly Strong!/Group N Disagree Disagree Agree Agree
English d6 .196 .250 .304 .250
Spanish 70 .186 .486 .257 .071
German 16 .375 .625 .000 .000
French 45 .3.11 .511 .133 .044
Total 187 .235 .433 .219 .112
For the data of table 34 chi square = 24.7099 with 9 degrees 
of freedom and a probability of .003. The ESL group responded the 
most positively on this item. They felt that everyone should learn 
the language.
Item iV(27): I wish I had more time to study "this
language."
Table 35 gives the proportional frequencies of responses in 
each category for this item by each language group.
For the data of table 35, chi square = 19.1663 with 9 degrees 
of freedom and a probability of .024. The German language students 
responded the most positively on this item, followed respectively by 
the Spanish, French, and EngLish language groups.
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TABLE 35
PROPORTIONAL RESPONSES FOR ITEM IV(27)
Group N StronglyDisagree Disagree Agree
Strongly
Agree
English 55 .055 .327 .418 .200
Spanish 69 .04 3 .101 .420 .435
German 17 .000 .059 .235 .706
French 46 .043 .174 .478 .304
Total 187 .043 .132 .417 .358
Item IV(30): I v.'ant to continue studying "this lan-
guage" ne t quarter.
Table 36 gives the propo rtional frequencies of responses in
each category for this item by each language group.
TABLE 36
PROPORTIONAL RESPONSES FOR ITEM IV(30)
Group N StronglyDisagree Disagree Agree
Strongly
Agree
English 55 .309 .182 .291 .218
Spanish 69 .072 .058 .333 .536
German 17 .059 . 176 .353 .412
French 46 .087 .174 .283 .457
Total 187 .144 .134 .310 .412
For the data of table 36, chi square = 22.7542 with 9 degrees 
of freedom and a probability of .007. Spanish language students 
indicated the most positively that they wanted to continue studying 
the language the following quarter. German and French language
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students were about equal in their desires to continue their language
study. Slightly more than one half of the English language students
wished to continue studying the language the following quarter. The
rest did not wish to do so.
Item IV(39): Studying "this language" takes too much
of my time.
Table 37 gives the proportional frequencies of responses in 
each category for this item by each language group.
TABLE 37
PROPORTIONAL RESPONSES FOR ITEM IV(39)
Group N StronglyDisagree Disagree Agree
Strongly
Agree
English 56 .232 .321 .250 .186
Spanish 70 .257 .614 .086 .043
German 17 .176 .647 .118 .059
French 46 .304 .522 .087 .087
Total 189 .254 .508 .138 .101
For the data of table 37, chi square = 17.6513 with 9 degrees
of freedom and a probability of .039. More ESL students than the
others agreed that studying the language took too much of their time,
but over 50 percent of them disagreed with this item.
Item IV(43) : Studying "this language" costs me too
much money.
Table 38 gives the proportional frequencies of responses in 
each category for this item by each language group.
For the data of table 38, chi square = 80.2757 with 9 degrees 
of freedom and a probability less than .0005. The English language
R ep ro d u ced  with p erm issio n  o f  th e  copyrigh t ow n er. Further reproduction  prohibited w ithout p erm issio n .
9 4
group felt much more Chan the other groups that the study of the lan­
guage cost them too much money.
TABLE 38
PROPORTIONAL RESPONSES FOR ITEM IV(43)
Group N StronglyDisagree Disagree Agree
Strongly
Agree
English 55 .145 .091 .255 .509
Spanish 69 .522 .391 .072 .014
German 17 .588 .294 .118 .000
French 46 .587 .239 .130 .043
Total 187 .433 .257 .144 .166
Item IV(46): Learning "this language" is fun.
Table 39 gives the proportional frequencies of responses it
ich category for this item by each language group.
TABLE 39
PROPORTIONAL RESPONSES FOR ITEM IV(46)
Group \T4* Disagree Disageee
iAgree Agree
English 55 .145 .364 .327 .164
Spanish 70 .014 .071 .471 .443
German 17 .059 .294 .294 .353
French 46 .152 .130 .370 .348
Total 188 .090 .191 .388 .330
For the data of table 39, chi square = 27.7836 with 9 degri
freedom and a probability of .001. The Spanish language group
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agreed most with this item, that learning the language is fun. The 
English language group agreed the least.
Activities (Part V)
All of the items on this subscale yielded a significant chi 
square. They concerned the extent to which various activities were 
performed in the particular language. The items are as follows:
1. Read books, newspapers, or magazines in "this language"
2. Listen to radio programs in "this language"
3. Watch TV programs in "this language"
4. Watch movies in "this language"
5. Talk with people who speak "this language"
6. Visit a country where "this language" is spoken
7. Write letters in "this language"
8. Attend church services in "this language"
For all of the items in this subscale, the English language 
group responded the most positively. The complete chi-square analysis 
for this section is given in table 60, appendix C, questions 1/22- 
1/29, items V(l)-V(8).
Satisfaction with Aspects of Learning (Part VI)
Item VI(Al): Textbooks you are using for the class.
Table 40 gives the proportional frequencies of responses in 
each category for this item by each language group. For the data of 
this table, chi square = 27.1733 with 9 degrees of freedom and a 
probability of .001.
The German language students gave more responses in the 
"very satisfied" category on this item while the others responded
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more frequently in the "fairly satisfied" category.
TABLE 40
PROPORTIONAL RESPONSES FOR ITEM VI (Al)





























Total 185 .059 .124 .530 .286
Item VI (A2): Classroom activities
Table 41 gives the proportional frequencies of responses in
each category for this item by each language group.
TABLE 41
PROPOFvTIONAL RESPONSES FOR ITEM VI(A2)





























Total 185 .097 .216 .443 .243
For the data of table 41, chi square = 43.0036 with 9 degrees 
of freedom and a probability less than .0005. The Spanish language 
students were the most satisfied with their classroom activities.
The ESL students were the least satisfied.
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Item VI(A3): Skills taught in the course
Table 42 gives the proportional frequencies of responses in 
each category for this item by each language group. For the data of 
this table, chi square = 49.4661 with 9 degrees of freedom and a 
probability o£ less than .0005. The response of the Spanish language 
group was the most positive on this item. The English language 
group was the most dissatisfied with the skills taught in the 
course.
TABLE 42
PROPORTIONAL RESPONSES FOR ITEM VI(A3)





English 52 .115 .442 . 365 .077
Spanish 68 .000 .029 .471 .500
German 16 .000 .183 . 43S .375
French 46 .087 . 348 .435 .130
Total 182 .055 .242 .429 .275
Item VI(A4): The language laboratory.
Tabic 43 gives the proportional frequencies of responses in 
each category for this item by each language group. For the data of 
this table, chi square = 17.3074 with 9 degrees of freedom and a 
probability of .044. The Spanish language group responded the most 
positively. The ESL group was the most dissatisfied with the lan­
guage laboratory.
Item VI(A6): Opportunities you have to practice the
language.
Table 44 gives the proportional frequencies of responses.
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TABLE 43
PROPORTIONAL RESPONSES FOR ITEM VI(A4)





English 49 .429 .204 .306 .061
Spanish 52 .115 .212 .462 .212
German 17 .118 .294 .412 .176
French 46 .261 . 304 .391 .043
Total 164 .250 .244 .390 .116
Chi square = 22.1700 with 9 degrees of freedom and a probability of
.U08. The English and Chen the Spanish language groups were the most 
satisfied with their opportunities to practice the language.
TABLE 44
PROPORTIONAL RESPONSES FOR ITEM VI(A6)





English 54 .130 .148 .444 . 27S
Spanish 63 .074 .338 .441 .147
German 16 .250 .438 .250 .062
French 46 .261 .435 .239 .065
Tota I 184 .152 .315 .375 .158
Item VI(AIO): The teacher's personality.
Table 45 gives the proportional frequencies of responses in 
each category for this item by each language group. For the data of 
this table, chi square = 26.2994 with 9 degrees of freedom and a 
probability of .002. The Spanish language group was the most
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TABLE 45
PROPORTIONAL RESPONSES FOR ITEM VI(AIO)





English 54 .130 .167 .389 .315
Spanish 67 .000 .030 .224 .746
Cerman 17 .000 .235 .235 .529
French 46 .087 .043 .326 .543
T' _  1l u i a x 1 o/. .060 .092 .299 .549
satisfied with the teacher's personality.
Item VI(All): The teacher's willingness to help you.
Table 46 gives the proportional frequencies of responses in 
each category for this item by each language group. For the data of
this table, chi square = 21.3242 with 9 degrees of freedom and a
probability o f . 0 1 1 .
TABLE 46
PROPORTIONAL RESPONSES FOR ITEM V’I (All)
Fairly VeryGroup N rx- -Dissatisfied Dissatisfied Satisfied Satisfied
Englisii 53 .132 .189 .302 .377
Spanish 69 .000 .029 .304 .667
German 16 .000 .062 .313 .625
French 46 .022 .065 .326 C O T  . J  U  /
Total 184 .043 .087 .310 .560
Most of the Spanish, German, and French language students 
were very satisfied with the teacher's willingness to help. A
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little more than one third of the ESL students were very satisfied.
Nearly one third were dissatisfied.
Item VI(A12): The attitudes of your classmates.
Table 47 gives the proportional frequencies of responses in
each category for this item by each language group.
TABLE 47
PROPORTIONAL RESPONSES FOR ITEM VI(A12)





English 53 .132 .189 .491 .189
Spanish 68 .000 .029 . 544 .426
German 17 .059 .118 .529 .294
French 46 .022 .089 .556 .333
Total 183 .049 .093 .530 .322
For the data of table 47, chi square = 19.2897 with 9 degrees 
of freedom and a probability of .023. The Spanish language group was 
the mcst satisfied with attitudes of their classmates, followed by the 
French, German, and English language groups respectively.
Item VI(Bl): The teacher places too much emphasis on
speaking correctly.
Table 48 gives the proportional frequencies of responses in 
each category for this item by each language group. For the data of 
this table, chi square = 26.3219 with 9 degrees of freedom and a 
probability of .002. The English language students were the strongest 
in agreement with this item. They felt that the teacher placed too 
much emphasis on speaking correctly.
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TABLE 48
PROPORTIONAL RESPONSES FOR ITEM VI(Bl)
Group N StronglyDisagree Disagree Agree
Strongly
Agree
English 54 .111 .333 .333 .222
Spanish 70 .257 .514 .171 .057
German 17 .118 .765 .118 .000
French 46 .217 .652 .065 .065
Total 187 .193 .519 .187 .102
Iter. VI(BA): The class should be organized in a
different way.
Table 49 gives the proportional frequencies of responses in 
each category for this item by each language group .
TABLE 49
PROPORTIONAL RESPONSES FOR ITEM VI(B4)
Group N StronglyDisagree Disagree Agree
Strongly
Agree
English 53 .000 .208 .415 .377
Spanish 69 . 101 .667 .145 .087
German 16 .000 .500 .438 .062
French 46 .065 .478 .326 .130
Total 184 .054 .473 .293 .179
For the data of table 49 chi square = 38.6199 with 9 degrees 
of freedom and a probability less than .0005. The English language 
group felt the most strongly that the class should be organized 
differently.
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Item VI(BIO): Some things in the culture are not as
good as I had thought they were.
Table 50 gives the proportional frequencies of responses in
each category for this item by each language group.
TABLE 50
PROPORTIONAL RESPONSES FOR ITEM VI(BIO)
Group N StronglyDisagree Disagree Agree
Strongly
Agree
English 52 .096 .212 .442 .250
Spanish 67 .164 .463 . 313 .060
German 16 .250 .688 .062 .000
French 45 .222 .400 .333 .044
Total 180 .167 .394 .333 .106
For the data of table 50, chi square = 25.4435 with 9 degrees 
of freedom and a probability of .003. Students in the F.nglish lan­
guage group were more in agreement with this item than the others.
Item VI(BID : This— referring to Item VI(B10)— bothers 
me and makes me worry.
Table 51 gives the proportional frequencies of responses to 
each category for this item by each language group. For the data of 
this table, chi square = 57.6035 with 9 degrees of freedom and a 
probability less than .0005. The German and French language groups 
showed no negative responses for this item. The ESL group was more 
in agreement with this item than the others. There were some things 
in the culture that bothered them and caused them to worry.
Item VI(B12) : Knowing this— referring to Item VI(B1.0) —
interferes with my progress.
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TABLE 5 1
PROPORTIONAL RESPONSES FOR ITEM VI(Bll)
Group N StronglyDisagree Disagree Agree
Strongly
Agree
English 53 .113 .434 .358 .094
Spanish 66 .530 .424 .015 .030
German 15 .667 .333 .000 .000
French 44 .636 .364 .000 .000
Total 178 .444 .404 .112 .039
Table 52 gives the proportional frequencies of 
each category for this item by each language group.
TABLE 52
PROPORTIONAL RESPONSES FOR ITEM VI(E12)
responses to
Group N StronglyDisagree Disagree Agree
Strongly
Agree
English 51 .216 .490 .255 .039
Spanish 66 .545 .424 .015 .015
German 15 .667 .333 .000 .000
French 44 .659 .318 .000 .023
Total 176 .489 .409 .080 .023
For the data of table 52, chi square = 35.2656 with 9 degrees 
of freedom and a probability less than .0005. The majority of the 
German, French, and Spanish language students strongly disagreed with 
this item. Almost 30 percent of the English language students felt that 
knowing unpleasant things about the culture interfered with their 
progress.
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Study Habits (Part VII)
Three items of the subscale in part VII yielded a significant 
chi square.
Item VII(5): I find studying "this langauge"
a. not interesting at all
b. no more interesting than most subjects
c. very interesting
This item was significant with a chi square of 16.4008.
There were 6 degrees of freedom and a probability of .012. Table 53 
gives the proportional frequencies of responses to each category for 
item 5 by each language group.
TABLE 53
PROPORTIONAL RESPONSES FOR ITEM VII(5)
Group N NotInteresting




English 56 .143 .429 .429
Spanish 70 .000 .243 .757
German 16 .188 .375 .438
French 46 .109 .370 .522
Total 188 .085 .340 .574
On this item response of the Spanish language group was the 
most positive, followed by the French. The proportion of the English 
language students who found their language study very interesting 
was about the same as that of the German language students, although 
a few more German language students than English language indicated 
that studying the language was not interesting at all. Fifty-seven 
percent of the three groups combined found the study of the language
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very interesting while 34 percent indicated that it was no more
interesting than most subjects. Only 14 percent of the ESL group
found the language study not interesting at all.
Item VII(6): Compared to the other persons in my
class, I think that I
a. do less studying than most of them
b. study about as much as most of them
c. do more studying than most of them
Item VII(6) yielded a significant chi square of 12.9500 
with 6 degrees of freedom and a probability of .044. Table 54 gives 
the proportional frequencies of responses to each category for this 
item by each language group.
TABLE 54
PROPORTIONAL RESPONSES FOR ITEM VII(6)
Group N Less Studying As Much Studying More Studying
English 56 .304 .393 .304
Spanish 69 .362 .565 .072
German 17 .412 .529 .059
French 45 .311 .578 .111
Total 187 .337 .513 .150
Compared to the other members in their classes, most of the 
students in all of the language groups felt that they studied about 
as much as the other members of the class. The proportions of the 
ESL students studying more and those studying less than the other 
members were equal.
Item VII(10): Place a check mark anywhere along the
line below to indicate how much you like "the language" class 
compared to all your other courses.
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was an open response item giving the respondent the opportunity to 
make comments about the study of the specific language and the 
language class. Representative responses included the following:
English as a Second Language (ESL) Students
1. The classes should be more concentrated.
2. Students should not be forced to take the English class.
3. I prefer to be in a much smaller class. (Note: ESL 
classes were relatively small).
4. I have learned some things very important to me.
5. The English course costs too much money.
6. We should not be treated like kids.
7. The class could be more interesting.
8. I enjoy the class very much.
9. The classes should be stepping stones rather than
stumbling blocks .
10. I would like to see a stronger program in the English 
class .
11. I want the teachers to teach more practical things and 
help the students to study other subjects in the major fields.
12. We need to learn more vocabulary and to practice our 
writing .
13. They (the teachers) should ask the students what their 
interests are .
14. We should have visual programs.
15. Some students interrupt the teacher so often by asking
elementary questions.
16. The laboratory should not be obligatory.
17. I really like to study English, but I don't want to 
stay in the same class for more than one quarter because I 
have so many required subjects, and I have to take English
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from 8:30 to 12:20 every day. . . .  I can learn English from 
my other subjects, too.
18. I really enjoy the writing and grammar classes. They 
have helped me a lot•
19. We lost too much time; therefore, we lost money.
20. I would like to know more grammar, how to compose, how 
to write, etc .
21. We have too much grammar •
22. We don't have class movies.
23. I personally appreciate the plans the director of 
the program has for us (the foreign students) to learn the 
language -
24. I love English. That's why I decided to come to an
English speaking country. Nevertheless, I would like classes
with more useful material taught on a university level (not 
as simple as they are)•
25. We need less conversation and more writing.
Spanish Language Students
1. I do enjoy the class at times and wish I had more 
time to study •
2. I often wish the teacher would stick with the lesson 
instead of going off on tangents •
3. I don't dislike the language at all. I just don't 
have enough time .
4. More classroom time should be spent going over skills 
taught in the textbook •
5. Spanish is fun and easy to learn. The teacher helps 
a lot.
6. We do fun things in class and in lab.
7. The class is interesting and valuable.
8. We need feedback via returned homework and tests .
9. There are too many labs •
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10. Since 8 or 9 million people speak Spanish in the 
United States today, most people should learn it.
11. I am very satisfied with the way we take time to
learn of Spanish customs, prayer, scriptures, and songs in
Spanish .
12. I find the teacher very willing to help.
13. The Spanish classes are very interesting because of
the great effort of my professor.
14. I wish there were more opportunities to talk and con­
verse in class— real conversations.
15. If you are going to learn a language, you should 
learn to speak it right. If no emphasis is placed on correct 
pronunciation, no one who speaks that language will be able 
to understand you.
16. Everyone is very helpful.
17. Extra things are learned— words, phrases, culture.
18. We need to have more conversationally related labs.
19. The opportunity for learning and speaking Spanish is 
fantastic here because of all the Latin students.
20. The teacher and lab instructors are very well versed
in both languages (English and Spanish). They are more than 
willing to help a student out.
21. I wish we practiced speaking and creative writing more.
22. I wish the class were a little bit harder-
23. Spanish helps me understand English better. While 
I'll be glad to finish studying it, I'll always continue to 
speak it.
24. I like the way our class is conducted and the way we 
help each other to learn .
25. Learning Spanish will open up a whole new world to me .
26. If we could find the time, I think the students should 
be allowed to direct the class sometimes, not necessarily 
sticking to the textbook .
27. There should be more conversation in the elementary 
and intermediate classes or students can become quite lost in
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the upper division classes sucli as literature and composi­
tion where Spanish is spoken most of the time.
28. I like the informality.
29. Studying Spanish is always challenging.
30. The program we have at Andrews is quite good. I
think, however, that there should be some more advanced courses
for those of us who know the language already.
31. 1 really like Spanish.
32. In spite of the fact that I know Spanish already, I
have learned a lot more. There is always something to learn.
33. Spanish is the first foreign language class I have 
taken, and I enjoy it.
34. I like the group cooperation.
35. I enjoy studying Spanish and want to learn more of it. 
I have many close friends who speak the language •
36. The class is very good.
37. The class is interesting most of the time, but some­
times I get bored .
38. Studying Spanish is fun even though sometimes it is 
confusing since English is my native language.
39. It is a lot of fun, but we don't go fast enough.
40. The Spanish class is fun and I have learned a great
deal, but don't tell my teacher that.
41. Spanish is interesting and a fun language to learn.
German Language Students
1. Going through the grammatical review without a 
requirement to know it all thoroughly would be a big help 
rather than skipping it entirely.
2. I am dissatisfied with the teacher's use of German 
before we can understand it.
3. I am very dissatisfied with the time of the laboratory.
4. Host of the students are silly.
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5. Cerman is fun •
6. I have enjoyed the study of German up till now. I 
hope the classes continue to be as good as they have been.
7. The study of German and the German language classes 
are challenging and help me to understand the world around me.
8. Studying German broadens my span of thinking.
9. I could learn to speak the language fairly well without
even going to a German speaking country.
10. One should have a goal to learn the language correctly
and be able to practice it for a while in a German speaking 
country.
11. Reorganize the whole Modern Language Department so 
that a more effective language program will be devised.
12. More time should be spent speaking. Perhaps meeting 
the class three times a week is not enough.
13. I wouldn't mind the German class if it were presented 
in an appealing, enjoyable way that could meet each of the 
students at the level at which they are .
14. What we really need is a vocabulary list to learn new 
words .
15. We need more discussion of our assignments in class.
16. The class could be presented differently. At the same 
time, the free atmosphere in the class is also very good .
17. Don't assume we know so much.
18. We need a textbook.
French Language Students
1. I enjoy the class very much but would like to be 
better prepared on a conversational basis .
2. I am dissatisfied with the practical side of applying 
the language to everyday incidents that one would meet .
3. I am really enjoying it .
4. I wish we had more study of actual sentence structure.
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5. I wish we had more time in class to go through the 
book and over the assignments.
6. It seems as if there should be more participation, 
such as having students talk French not just reading it.
This would help keep what we have learned refreshed.
7. I think that everyone should take a language class.
8. The lab is a waste of time.
9. I don't like contradictions pointed to the teacher by
a student.
10. French can be a valuable tool in bettering spelling 
skills in all languages•
11. We need more time for further instruction.
12. I wish the French Cultural Perspectives class were 
taught every quarter-
13. I wish the Modern Language Department would offer a
French conversational course for beginners with extra instruc­
tion in correct pronunciation and any help we may need on 
homework.
14. We do not have enough practice.
15. I don't think anyone can truly learn a foreign lan­
guage in a classroom. You must live with and in it. I think
it should be more of an introductory language/culture class 
with only one year required for a B.A.
16. A conversational program needs to be set up.
17. Learning grammar is fine, but we need a greater 
opportunity to use the language.
18. I do not like French and don't spend enough time
scudying it.
19. I think more emphasis should be put on pronunciation.
20. The teacher should teach us in English, so we can 
understand directions.
21. I really enjoy learning French and would like to 
learn another foreign language later on.
22. I would like to see more reading as in C'est la Vie.
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23. I Chink my teacher makes his class very interesting 
and helps us a lot. He does a good job.
24. We should do more fun things like singing songs
in the language and seeing movies which depict the people
and culture.
25. Some students in the class are not up to par which 
tends to pull the rest down or allow them to stay at a stand­
still •
26. There should be more conversation between students-
27. The study of French can be productive and helpful.
I wish there were more opportunity for practical use.
28. Having a native speaker as a teacher is very satis­
fying. This helps with correct pronunciation.
29. We could use more explanation. I don't fully under­
stand the grammar the first time we go through it in class-
30. The study of French and the language classes broaden 
one's experience and appreciation of one's own language and 
culture and helps in understanding of the world— not just 
where I live.
31. We need more practice in conversation.
32. I like the friendly atmosphere.
33. I wish I had more time to devote to learning French, 
but school is too hectic to do justice to any language.
34. The class is much to repetitious. There is no room 
for spontaneity.
35. French will be an integral part of my future career 
in Canada.
36. We should speak more, learn to converse, rather than 
put so much emphasis on grammar, conjugations, etc.
37. French was fun-
Free-response Items on the Factor Rating List 
On the Factor Rating List teachers and students were asked 
to list, classify, and rate any additional factors which they felt
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should have been included amony the factors on the scale. Using 
the same categories as those presented on the FRL, the teachers 
listed, classified, and rated twenty-two additional factors. The 
results are given in table 56. The numbers in the table in the 
classification column represent the three categories:
1. Primarily psycho-social or socio-cultural
2. Primarily related to aptitude
3. Mot primarily psycho-social or socio-cultural nor 
related to aptitude but more related to such categories as 
age and method of instruction.
The rating column gives the importance of the factor on a 
scale from 1 (unimportant) to 5 (extremely important). The teachers 
rated the majority of the additional factors as extremely important. 
Over half of the factors were considered to be primarily psycho­
social or socio-cultural in nature.
The students listed, classified, and rated twenty-six 
additional factors. Table 57 shows these additional factors, along 
with their classifications and ratings. All of the factors added by 
students were considered important or extremely important. Most 
of them related to psycho-socio-cultural concerns or methodology.
Some of the additional factors are the same in both lists. 
However, the classifications and ratings may be different.
Concerns or Suggestions of Teachers
The respondents were also asked to write any concerns or 
suggestions about the learning of a second or a foreign language at 
Andrews University and/or to give any additional comments about 
second language learning in general. Representative responses
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TABLE 5 6
ADDITIONAL FACTORS BY TEACHERS
Factor Classification Rating
Missionary outreach 1 4
Training for advanced studies 3 4
Individualized instruction 3 4
Dynamic native teachers 3 5
Effective audio-visual aids and facilities 3 5
Kind of professions 3 3
Religious factors, churches 3 3
Missionary ideals 3 3
Kind of schools 1 3
Spectacles and diversions 1 4




Time of day 1 5
Personality of teacher 1 5
Monetary expense 1 3
Rigidity of learning style 1 5
Fear of being laughed at by classmates 1 5
Fear of being censured by teacher 1 4
Enthusiasm of teacher 1 5
Teacher's personal interest in student 1 5
Reading of target language literature 1 4
Correspondence in target language 1 4
by teachers included the following:
1. Andrews University is a natural place, because of
its international population, for a strong program of teaching 
English as a second language. On the other hand, the three 
main foreign languages should be taught at the academy level. 
AU should be a model, from all points of view.
2. We need equipment, audiovisual aids, and to increase 
the library.
3. The intensive course offered at Andrews (ILTCOP) in 
Spanish, French and Portuguese is bringing good results. It 
would be nice to have it not just for the missionaries, but 
also for those who are interested in a foreign language.
4. English could be taught with greater facility in a
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TABLE 57 
ADDITIONAL FACTORS BY STUDENTS
Factor Classification Rating
Use of the second language for a col­
lege degree 2 5
Pressure from teacher to learn the lan­
guage they consider to be extremely 
important in order to be qualified 
as another target language speaker 1 NR*
Pressure from the Financial Aids
Department to get good grades in 
order to be eligible for grants 3 NR*
Primary communication in target lan­
guage 1 4
The relaxing attitude of teacher 3 4
A relaxing learning attitude 3 4
Willingness to understand the culture 
of target language 1 5
Actually residing where the target 
language is spoken 3 5
Lack of fear in speaking the language 
regardless of mistakes (learning 
by practice) 3 5
Strong motivation 1 5
Fear of being censured by teacher 1 5
Fear of being laughed at by classmates 1 4
Concentration in classes 1 5
Textbook and facts given in classes 1 5
Student's involvement with the 
language 1 4
Audio-visual materials 3 4
Individual education 3 4
Lab experiences 3 4
Pronunciation and accent 3 4
More practice in laboratory 3 5
Lab equipment 3 4
Field trip to know more about USA 
history 2 5
Reception of student communication 1 1
Motivational factors (special interest) 1 5
Teacher's encouragement 3 5
Oral conversation in the school/home 3 5
NOTE: *NR = not rated
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much shorter span of time. Techniques used by army person­
nel, foreign attache groups, and immigrants can be 
incorporated into the methodology and approach of teaching 
English .
5. In ESL classes many students felt they have been 
forced to take a class they think thay do not need. I think 
they need English, but I wish to see some kind of orienta­
tion and explanation given to the foreign student prior to 
registration. If he can be made to see from the start why 
he needs English, perhaps there would be less hostility
in the classroom. Maybe the students would be better 
motivated. A person's language is as dear to him as his 
nose, and nobody wants to be told his nose is bad. This is 
a delicate matter, and we must approach the problem with 
much care, concern, and consideration-
6. I would like to suggest that a course in English as 
a second language be made a requirement for all students at 
the graduate level. I am thinking of a course to strengthen 
the literary ability of students (from a teacher-student).
7. Everyone, whether art student or science student 
should learn a second language (1) for missionary purposes 
and (2) for appreciation.
8. 1 taught English in an English-medium school in
__________ . There English is the key to success in any pro­
fessional field and the passport out of _______ . Motivation
was high. . . .  By end of high school some students sailed 
through government English tests, but flunked their (native 
language) test.
9. Facility and mastery of a foreign language develops 
in proportion to exposure and experience with the culture 
and way of life of the target language. Intensive instruc­
tion must not exceed too far ahead of experience.
10. The learner will do better if he associates with those 
speaking the target language rather than seek the company of 
those speaking the mother tongue.
11. Our program for learning English needs to be looked 
at carefully. Perhaps our standards are unrealistic when a 
student can get A's and B's in other classes, but cannot 
pass the proficiency exam so he/she can take Freshman Com­
position. Certainly a great deal of hostility and negative 
feelings exist among foreign students over this issue. On 
the other side, it is difficult and annoying to other 
teachers to try to cope with students who cannot understand 
enough English to function academically. Teachers cannot be 
expected to give separate instruction for each foreign
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student. It is a knotty problem which needs to be investi­
gated carefully’. These comments are based on personal 
experience with AU students.
12. It was very difficult to rank the components of 
learning a foreign language. They all seemed to be impor­
tant and indispensable at once.
13. In my opinion, the second language should begin in 
the elementary grades. That’s when it should be taught for 
conversation. Then it should be continued into the upper 
grades for reading, writing, and perfecting it. The younger 
the child is, the easier it is for him to learn new pronun­
ciation .
14. Teachers should seek for a good textbook, complete 
but short, in order to have more time for practical conver­
sation. Students should study their daily’ lessons every 
day and do the assignments.
15. Most important is a desire to learn— motivation.
A person learns best when in the environment where all he 
hears and sees and feels, eats, touches is done in the 
target language. But he must also have instruction and study 
with one who can correct his written work to learn. One 
learns best by writing, speaking, and hearing the language 
correctly— and in movement. One should write and say aloud 
what he is writing. If he can write it correctly, he knows 
it. Reading is helpful for understanding the written word, 
but writing is absolutely necessary for speaking the language. 
One cannot learn to speak the language correctly if he does 
not learn to 'write it correctly.
Concerns or Suggestions of Students
Representative responses by the students of second languages 
included the following:
1. I would rather take the English course than take 
a lot of math and science.
2. I believe that the state exams should be reflective 
of the material that was discussed in the classroom-
3. The English Language Institute should be separace from 
the English Department. Then, the atmosphere in the building 
and classroom would be better. Also, the equipment is not 
enough for improving the students. I think that the teachers 
are able enough to help foreign students learn English, but 
since they don't have the equipment, time, etc., they do
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whatever is possible for them to do, the best.
4. It is quite interesting how those of us who come 
from British English areas have to relearn American English 
and American spelling.
5. Stimulus is needed to motivate, yet there must be 
an established purpose of learning the language. Without 
a definite purpose, the motivation faints away and gets 
nowhere.
6. The foreign language class is not intensive enough 
to really learn a language unless great motivation and/or 
aptitude are present.
7. I think, every method needs to be adapted to the 
student's cultural background and needs to have more moti­
vation.
8. They should capitalize more on the opportunity the 
students have to practice among the foreign colony here at 
Andrews and the Spanish church as well as other Sabbath 
School classes-
9. One that is learning should be invited to his 
instructor's place for a visit. That's very important.
10. More time should be devoted to the practical side, 
i.e., the speaking aspect, rather than reading or transla­
tion .
11. The teachers seem better prepared to teach the 
literature and culture which the language they teach 
expresses, than the language itself-
12. It is indispensable to have much more opportunity 
to practice the second language other than English.
13. I would suggest that students of second languages 
be required to tell short stories to their classes, that 
teachers should arrange for them to enact simple plays 
which will help them in their pronunciation and sentence 
patterns. If such can be arranged so that at least a small 
group other than their own class can watch them, this will 
motivate them to improve in their pronunciation, etc.
14. Let students be allowed to join different levels 
even in the middle of a term if they make good progress.
15. In the language departments the University should 
use teachers who are specialists in teaching languages.
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that is, teachers who have taken special courses in how to 
teach a second language.
16. Some foreign students have commented that in the 
English classes for foreign students too much emphasis is 
placed on instruction in formal grammar and technical ter­
minology. They feel that not enough emphasis is placed on 
conversational learning and increasing the student's 
practical vocabulary.
17. I am personally grateful for what I have learned 
here in Andrews University concerning my second language.
18. Communication between student and teacher can make 
the language course more successful and effective.
19. I believe that some knowledge from Che teacher of 
the interest of the student will help the former to modify 
and specialize his or her objectives and methods of 
instruction, eventually helping this interest to become a 
reality .
20. Up-to-date material is desperately needed— words and 
phrases commonly used •
21. Feedback is very necessary. There is nothing more 
important than knowing what and where your weak points are.
22. In learning French (elementary) here at AU, I have 
been disappointed in the textbook that I have had to use.
The instructions and the grammar explanation are entirely
in French. While I realize it is good to use as much of the 
target language as possible, there is such a thing as under­
standing what is being explained in my own language, too!
23. The . . . language lab is practically a waste of 
time since there is no quiz given to test in any way what 
we are listening to. There should be some kind of motiva­
tion to listen in lab. This is unfortunate but it seems to 
be a fact of life that a prod of some kind is often needed 
to maintain a sufficient attentive attitude.
24. The one French class w’hich I took was well taught 
and included much conversational French, with enough atten­
tion paid to learning pronunciation, vocabulary as well as 
translation. I thoroughly enjoyed this class.
25. The fact that students studying French, Spanish, 
and German have a chance to study these languages in our 
institutions abroad is a definite assct to the modern lan­
guage program.
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Free-response Items during Interviews 
The interviews yielded a number of the same general, free 
responses as did the questionnaire and the rating list. There was 
much mind searching for answers during the interviews as to the 
causes of and the possible solutions to some of the problems related 
to the learning of a second language.
Interviewees, in general, felt the need for empathy, 
patience, understanding of them and their culture. They wanted class 
routines that are functional and practical for the foreigner, more 
opportunities for interaction between student and teacher, especially 
outside of class, and more realistic time schedules. They also 
desired more recognition of their talents and potentialities, and an 
atmosphere of cordiality and acceptance.
Although some of the foreign interviewees had sometimes been 
disappointed with some American cultural perspectives and practices, 
they were grateful for the opportunity of studying at Andrews, for 
the insight they had received, and for their unique language experi­
ences. They felt that more orientation prior to class time and more 
native-foreigner interchange would bring greater understanding, more 
closeness, and more acceptance of likenesses and differences. They 
further felt that all of these things ultimately affect the learning 
of a second language and that all of them are very necessary in so 
cosmopolitan a university as Andrews University.
Some admit chat they do not always apply themselves to the 
fullest, that sometimes there is a lack of effort on their part to 
effect understanding and acceptance, especially when they choose to 
remain within their own closed community of like mother language
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speakers. Often fear of participation and the discomfort of possible 
rejection by the target community may lead to unwarranted and unneces­
sary isolation. There must be mutual understanding, mutual give and 
take, mutual respect, and mutual acceptance.
Successful second language learning depends upon many things. 
Above all, there must be high motivation, energetic determination, 
constant perseverance, and a willingness to put forth all effort 
necessary to reach whatever is the ultimate goal in the language 
learning process— whether of understanding, speaking, reading, or 
writing the target language, each in varying degrees, or a combination 
of all these skills together. As one second language student who 
understood, spoke, read, or had studied some six different languages 
(including both modern and Biblical languages) and whose own native 
language was English, summarized:
Learning a second language is not easy work. The student 
must be highly motivated and willing to expend much energy 
and determination. The teacher must also present classwork 
in such a way as to interest and inspire the students and 
help them to see relevance to what they learn, and also con­
sistent progress. A person with average intelligence but 
high drive and desire will master the language much faster 
than one with high intelligence but a lackadaisical attitude.
Summary
This chapter presented the findings from the analyses of the 
data collected from the interviews, the Second Language Attitude 
Questionnaire, and the Factor Rating List. There were four sections. 
The first section presented demographic data concerning the respon­
dents. Section two gave the findings for the Language Attitude 
Questionnaire. Section three presented the findings for the Factor
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Rating List. Section four summarized the free-response items from 
the two instruments used in the study and from the personal inter­
views.
The basis for accepting or rejecting each hypothesis was also 
presented along with tables and illustrations supporting the 
decisions.
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SlE-CiARY, DISCUSSION OF FINDINGS,
CONCLUSIONS AND I.'IPLICATIONS
Introduction
This chapter summarizes the study, giving the purpose, the 
hypotheses, a brief description of the instruments, and the methods 
of statistical analysis. It also includes a discussion of the 
findings, the conclusions, and the implications of the study.
Summarv of the Studv   -
The purpose of this study was to classify, rate, and rank 
factors related to the learning of a second language; to compare 
these classifications, ratings, and rankings by teachers and students 
of a second language; and to compare language backgrounds, interests, 
attitudes, activities, problems and concerns, and study habits of 
students learning English as a second language, Spanish, German, and 
French.
The Review of Literature focused on three main areas to give 
an overall view of factors related to learning a second/foreign lan­
guage: (1) Second Language Learning and Teaching, (2) Silingualisra,
and (3) Counseling.
Five null hypotheses were statistically tested. They were:
1. There is no significant difference in the classifications
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by teachers and students of a second language of certain factors 
related to the learning of a second or a foreign language
2. There is no significant correlation between the ratings 
by teachers and students of a second language of certain factors 
related to the learning of a second or a foreign language
3. There is no significant correlation between the rankings 
by teachers and students of a second language of the broad categories 
of aptitude, motivation, age, empathy, methodology and attitude, as 
related to the learning of a second or a foreign language
4. There is no significant difference among the centroids 
of the four language groups (ESL, Spanish, German, and French) as 
defined by their means on six dimensions related to the learning of 
a second language— interest, importance, attitudes, activities, 
satisfaction, and study habits
5. There is no significant difference in the responses of 
the four language groups to the individual items measuring interest, 
importance, attitudes, activities, satisfaction, and study habits.
Two instruments were used to gather data for the statistical 
tests. The first instrument, the Factor Ratine List (FRL), was to 
classify, rate, and rank factors related to the learning of a 
second language by teachers and students of second languages. The 
second instrument, the Second Language Attitude Questionnaire (SLAQ), 
assessed the general background of the respondents and the six 
dimensions of interest, importance, attitudes, activities, satis­
faction, and study habits relative to the learning of a second 
language.
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A non-random, purposively selected sample of forty-four 
teachers and forty-five students responded to the Factor Rating List. 
One hundred and eighty-nine students from the ESL, Spanish, German, 
and French language classes at Andrews University responded to the 
Second Language Attitude Questionnaire.
The six methods of statistical analysis used were multivari­
ate analysis of variance, multiple discriminant analysis, chi square, 
categorical scaling, paired comparison scaling, and product moment 
correlation.
The findings were presented in detail, supported by tables 
and illustrations. Conclusions and implications drawn from the 
study were given, along with recommendations for further research.
Discussion of the Findings 
Factor Rating List
Hypotheses 1, 2, and 3 concerned the classification, rating, 
and ranking of factors related to second language learning by both 
teachers and students of second languages. Hypothesis 1, that there 
is no significant difference in the classifications of the factors 
by teachers and students, was accepted for fifty-two items and 
rejected for seven. Hypothesis 2, that there is no significant 
correlation between the ratings of the factors by teachers and 
students, was rejected. Hypothesis 3, that there is no significant 
correlation between the rankings by teachers and students of six 
broad categories related to language learning, was also rejected.
Thirty-seven of the fifty-nine factors were classified by 
teachers as primarily psycho-social or socio-cultural. They
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classified nine factors as primarily related to aptitude. The 
remaining thirteen were classified as not primarily psycho-social 
or socio-cultural nor related to aptitude. They were more related 
to such factors as methodology and age. The students classified 
thirty-five factors as primarily psycho-social or socio-cultural, 
nine as primarily related to aptitude, and fifteen as not primarily 
psycho-social or socio-cultural nor related to aptitude.
Both teachers and students considered the majority of the 
factors as primarily psycho-social or socio-cultural. With respect 
to the learning of a second language, most of the factors were rated 
as important to extremely important. The greatest discrepancy in 
classification by teachers and students occurred on item 44, 
teacher's demand for accuracy. The majority of the teachers felt 
that this item was primarily psycho-social or socio-cultural. The 
same proportion of students who considered this item as primarily 
psycho-social or socio-cultural, also considered it as not primarily 
psycho-social or socio-cultural in nature nor related to aptitude.
Item 40, willingness to learn and be taught, was rated the most impor­
tant by teachers and students. They classified this item as primarily 
related to factors other than psycho-socio-cultural and aptitude.
Chi square analysis of the classification of the factors 
indicated that there were seven factors significantly different at 
the probability level of .05. These were ego-strength/ego per­
meability, nationalistic and ethnic attitudes, failure to see the 
utility of learning the language, willingness to learn and be 
taught, the teacher's demand for accuracy, classroom atmosphere,
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and the desire to travel and interact with another culture.
The teachers and students also rated the importance of the 
factors in learning a second language. Both groups considered the 
same five factors as being the most important in a slightly different 
order. (Tables 12 and 13 identify the factors). They rated 
"willingness to learn and be taught" as the most important factor and 
the "desire for easy credit" as the least important. A product- 
moment correlation coefficient of .49 was obtained between the 
distributions of scale values obtained by a categorical scaling pro­
cedure. This correlation indicated a moderate relation between the 
responses of the teachers and the students.
Six broad categories— aptitude, motivation, age, empathy, 
methodology, and attitude— all related to second language learning, 
were ranked by the two groups as to their relative importance in 
the learning of the language. The ranking scale was from 1 tc 6, 
most important to least important. Motivation was the most impor­
tant for each group. The combined responses of teachers and students 
showed that motivation ranked first, followed by attitude, aptitude, 
age, methodology, and empathy, respectively.
This study indicates that both teachers and students recog­
nized the great importance of motivation in learning a second language. 
This is significant in light of today's theoretical and empirical 
evidence that motivation plays an influential role in second language 
learning (see the review of literature). Reactions to the free- 
response items on both the Second Language Attitude Questionnaire and 
the Factor Rating List, as during the interviews, indicated an
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awareness of both tone-Ik-rs anti students of second languages that 
there is an indelible inter-relationship of motive, attitude, method, 
classroom climate, and teacher-student relationships.
Age and methodology are important, but it is the student- 
teacher attitudes towards those factors which are psychological, 
sociological, or cultural in nature which, in the main, determine the 
success or failure of second language learners. Students, in general 
are not just seeking "credit," but they rather want to learn a second 
language to be able to function more effectively in today's world.
The study indicated that second language students feel the 
need for greater concentration, more visual aids, and more emphasis 
on conversation, vocabulary building, and the "practical" side of lan­
guage learning. While being interested in understanding and speaking 
the language, they also wanted very much to be able to write it.
Students from all of the language groups were very concerned 
about and even somewhat disappointed with the laboratory program.
They expressed the need for more equipment and organization in this 
area. There was appreciation for the willingness of laboratory 
assistants to help the students.
The students reported that while learning a second language 
in today's world is very important, not necessarily everyone should 
learn a second language. Knowing a second language, however, makes 
one that much more effective, no matter what is his walk in life.
The students enjoyed informal classroom atmospheres where emphasis 
was placed not only on the language structure, but also on the 
cultural heritage of the peoples of the language. They respected the
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thoroughly organized and competent teacher but felt that even more 
important was the relationship between teachers and students. There 
should be acceptance, respect, rapport, and a recognition of individ­
ual differences, needs, and capabilities.
Some students decried the general overload of assignments 
which sometimes loft little time "to do justice to any language." 
Having native speakers as teachers was very satisfying and conducive 
to learning correct pronunciation. Teachers and students agreed that 
the cosmopolitan atmosphere of Andrews University is excellent for 
second language teaching and learning but stated that there is need 
for more audiovisual aids, good textbooks, more equipment, and 
increased library facilities to implement the teaching of the lan­
guages.
Both teachers and students suggested that especially those 
studying English as a second language would do better if they would 
associate with persons speaking the target language rather than seek 
the company of those speaking their own mother tongue. The student 
must keep up with the daily assignments in order to make adequate 
progress. There must be a definite purpose for learning the second 
language. One student's open response was that "without a definite 
purpose, the motivation faints away and gets nowhere." The motiva­
tion is not a one-sided affair, but it must be both teacher and 
student oriented.
There was a bit of resentment on the part of some speakers of 
non-American English. They did not understand the sometimes non- 
acceptance of their accents, pronunciations, and spellings, and the
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great emphasis sometimes placed upon American English.
According to one student, it would be well for the teacher 
to gain some knowledge of the interest of the students: "Some know­
ledge from the teacher of the interest of the student will help the 
former to modify and specialize his or her objectives and methods of 
instruction, eventually helping this interest to become a reality."
Students felt that feedback was very necessary: "There is
nothing more important than knov/ing what and where your weak points 
are."
Despite some negative attitudes on the part of both teachers 
and students, there was also much positive feeling towards the second 
language learning programs at Andrews University. Students expressed 
the appreciation for the opportunity of studying and learning at so 
unique and so cosmopolitan a place. There was praise for the helpful 
and understanding teachers and assistants, for the effort expended by 
them to implement the language programs, for the cultural perspec­
tives and insights they have received, and their unique language 
experiences. If the student desires more intensive language training, 
there is the added opportunity to study abroad in French, German, and 
Spanish. "The fact that students studying French, Spanish, and 
German have a chance to study these languages in our institutions 
abroad is a definite asset to the modern language program."
Second Language Attitude Questionnaire
Hypotheses 4 and 5 referred to the Second Language Attitude 
Questionnaire assessing group responses on six subscales with the 
variables of interest, importance, attitudes, activities, satisfaction,
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and study habits. Significant differences were found among the group 
centroids of the responses of the four language groups. Hypotheses 
4 and 5 were thus rejected.
Interest in the language
ESL students indicated more positively than the others that 
their language study was mainly to understand textbooks, to be able 
to read religious publications, and to have more friends who spoke 
the language. They also indicated that they were studying English 
because they had no choice in the matter, that it was needed for 
course requirements, and that they wanted a good grade to help their 
grade point averages. Students of German responded with a positive 
desire to be able to read books, magazines, and newspapers in German.
That everyone should learn the language was given a slightly 
more negative response by those studying French than by the ocher 
groups. The response to this item by those studying English was the 
most positive. Students studying German and then those studying 
French would enjoy living in a country speaking their target language 
more than those studying either English or Spanish. ESL students 
responded the most negatively on this item.
All groups indicated their great desire to learn to speak the 
language correctly, but, as a whole, only 2 percent wanted to learn 
so as to become citizens of the country where the language was 
spoken. Of all the groups, the German students wished the most chat 
they had more time to study the language. Spanish students were next 
in a positive response to this item, whereas the ESL students were
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more negative than the others in their desire for more time to study 
their language.
More than any other group, ESL students felt that the study 
of the language took too much of their time and cost too much money. 
Students learning Spanish found it to be more fun to study their 
second language than did students studying English, German or French. 
Students learning English as a second language were the least likely 
to consider the learning of their language as fun.
Students of Spanish responded the most positively to studying 
the language because they enjoyed it. The students of ESL, Spanish, 
and French had about an even desire to be able to talk with persons 
who spoke the respective languages, whereas the students of German 
preferred to be able to understand the customs of the people.
Importance of the language
There were seven significant items in part III assessing the 
utility or importance of the language. Students of English as a 
second language, followed by students of Spanish, indicated the great 
importance of their language in the world today. Students of both ESL 
and German needed to knew their respective languages for their 
courses of study more than did the students of Spanish or French. 
Especially the ESL students needed to know the language in order to 
get a good job. More students of English as a second language and 
Spanish indicated that their languages were spoken by persons close to 
them than did the students of French and German.
Students of ESL definitely did not feel that knotting English 
would help them to understand their own native language better. On
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the other hand, most of the German language students thought that 
knowing German would help them understand their own native language 
better. Neither one of the groups felt that knowing the learned 
language would make them more important socially.
Attitudes
Eleven significant items concerned attitudes. The students 
of ESL least wanted to continue studying the language. The Spanish 
language students were the most interested in this respect. The 
difficulty of the respective languages was about the same for each of 
the four groups. The students of Spanish indicated a growing 
interest in the language.
Activities
All of the items concerning activities outside of school 
proved to have significant values. The students of English as a 
second language indicated more participation in such activities as 
the reading of books, magazines, and papers in the language; lis­
tening to radio programs and watching TV programs or movies in the 
language; talking with persons who speak the language; visiting a 
country where the language is spoken; writing letters in the lan­
guage; and attending church services conducted in the language.
With the exception of attending church services conducted in the lan­
guage, students of Spanish were second in their participation in the 
activities outside of school. Students of German were second in 
attending church services conducted in the language.
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Thirteen significant items dealt with satisfaction with 
various classroom aspects of learning. Students of German were mere 
satisfied with their textbooks than were any of the other language 
groups. The French language students were the least satisfied. 
Students studying Spanish showed considerably more satisfaction with 
classroom activities than any of the others. ESL students were the 
least satisfied with this aspect. The Spanish language students were 
also more satisfied with the skills taught in their language course 
and the use of the language laboratory than were the other groups.
The students of English as a second language were not satisfied with 
either of these aspects. The French language students were also dis­
satisfied with the use of the language laboratory. Spanish language 
students were the most satisfied with their homework assignments.
The German language students were the least satisfied.
Students of the ESL and Spanish classes were fairly satisfied 
with the opportunities available to practice the language. The 
German and French language students, while less satisfied than were 
the students of English as a second language or Spanish, were about 
equal to each other in their indications of satisfaction with oppor­
tunities to practice the language.
While the ESL students were the least satisfied with teacher- 
student relations, the Spanish language students were the most 
satisfied in this respect. The students of Spanish also were more 
satisfied with the attitudes of their classmates than were the others, 
while the ESL students were the least satisfied. French student
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reaction on this point was slightly more positive than German student 
reaction.
Students of English as a second language felt that too much 
emphasis was put on speaking the language correctly. The students of 
German, French, and Spanish disagreed with the ESL students on this 
point, indicating that they did not feel that the teacher placed too 
much emphasis on speaking correctly. All groups indicated that 
students should help to plan classroom activities. The four groups 
also agreed that more study should be given to the culture of the 
people speaking the target language.
Most of the ESL students agreed that there were some things 
in the culture not as good as they had previously thought. The 
German language students appeared the most satisfied with what they 
learned about the German culture. The Spanish and French language 
students were quite satisfied with the cultural understanding of the 
country. The knowledge of negative aspects of the culture did not 
interfere with the learning progress of any of the groups.
Study habits
There were three significant items on the subscale concerned 
with study habits. Students of ESL usually did their assignments 
immediately upon starting their studying. The students of Spanish 
put the assignment off until all other studying was done, or when they 
were in the mood for it, depending upon the difficulty of the assign­
ment and when it was due. The German and French language students 
also had a tendency to put off doing the assignment until all other 
studying was done, depending upon the difficulty, the mood, and the
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time allotted. Some of the assignments were done in class or imme­
diately after class.
During the class periods, the German language students 
usually became more interested in the subject matter than did the 
other groups. Most of the Spanish and French language students also 
became interested rather than bored, sleepy, or tired. About half of 
the students of ESL became bored or sleepy in class, while the other 
half became interested in the subject matter. A few in all of the 
groups had the tendency to daydream. Given the opportunity, and 
knowing the language sufficiently, students in all of the groups 
would converse in the language as often as they could, the ESL stu­
dents more often than the rest.
The Spanish language students were the most positive in their 
indication that the study of their language was very interesting. 
About equal proportions of ESL and German language students found the 
study of their language very interesting. A few more students of 
German than of any of the other languages found their study not 
interesting at all. None of the Spanish group found their study of 
the language uninteresting.
Compared to other persons in their language classes, the 
majority of the Spanish, German, and French language students felt 
that they studied about as much as others. Comparing the studying of 
ESL students to that of others in the class, a third studied less, a 
third studied more, and a third studied about as much as most of 
them.
The majority of the Spanish, German, and French language
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students indicated that they spent on the average from one to three 
hours per week doing language assignments or studying outside of 
class. Approximately one-third of the students of Spanish studied 
less than one hour per week, another third studied from one to three 
hours a week, and the remaining third from four to ten hours per week. 
Approximately one-fourth of the students of German studied less than 
one hour per week, another fourth, from four to ten hours per week, 
while slightly over one-half spent one to three hours per week 
studying the language.
Over one-half of the French language students studied from one 
to three hours, while about 15 percent studied between four and 
ten hours per week. None of the students of Spanish, French, or 
German indicated that they studied the language more than ten hours 
per week outside of class. About 9 percent of the ESL students spent 
more than ten hours per week studying the language.
Most of the students in all of the groups indicated that they 
would probably try to use their language as much as possible after 
finishing college. The majority of each language group ranked their 
language class in the middle of their other courses as to preference. 
Approximately 11 percent of the English and 12 percent of the German 
language students ranked their language course as their most pre­
ferred class. Of the Spanish language students, approximately 15 
percent ranked theirs as the most preferred, while 13 percent of 
the French language students ranked their language class as their 
most preferred course.
Considering the total spectrum of the interests, utility,
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attitudes, satisfaction, activities, and study habits of the four lan­
guage groups, it may be concluded that there is a significant 
difference in each of the variables with the exception of study 
habits. The ratings of interests or the reasons for studying the lan­
guage, v/ere highest for ESL students, while the interests of the 
German language students were the lowest. Spanish student interest 
was slightly higher than French student interest in learning the 
language.
The students of English as a second language were the most 
positive in their assessment of the importance and utility of 
English. Students of Spanish were second, and the German and French 
students were last.
The students of English as a second language were the most 
negative in their attitudes towards learning their language. The 
attitudes of the Spanish language group were the most positive. The 
students of French and German were virtually equal in their ratings 
of attitudes.
Activities outside of school relative to the use of the lan­
guage were greater for ESL students than for any of the others. 
Students of German and Spanish were about equal in the amount of time 
they participated in extra-curricular language activities, whereas 
the students of French participated the least in activities involving 
the use of their language.
The increasing positiveness of activities for ESL students 
was to be expected inasmuch as English is the language of the school 
community and of the area at large. Everyone must sooner or later
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become involved in English language activity if he is to function as 
an integral part of this community. The very survival of ESL stu­
dents depends upon the amount of their participation; how much and 
how often they are involved in reading, listening to, and in writing 
English; talking with people who speak English; and attending 
activities conducted in English.
Students studying Spanish seemed the most satisfied with 
various aspects of the actual classroom learning of the language such 
as the textbooks used, classroom activities, evaluation of progress, 
teacher-student relations, class organization and opportunities for 
practice. ESL students were the least satisfied with these aspects. 
Students of German and French v/ere equal in their feelings of satis­
faction or dissatisfaction and agreement or disagreement with their 
program of learning the language.
Interestingly enough, all four groups had comparable study 
habits, despite the significant differences which existed for the 
other variables. There was no significant difference in the study 
habits of ESL, French, German, and Spanish language students.
Conclusions and Implications 
It may be concluded from the responses of teachers and stu­
dents that second language learning and teaching can be a many-sided 
dilemma while at the same time being very profitable and enjoyable.
As has been borne out by the findings of this study, second 
or foreign language groups may differ according to background, 
activities, motivation, interests, and attitudes; but their concerns, 
problems, and even study habits tend to be about the same within a
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given atmosphere. Certain psycho-socio-cultural factors affect lan­
guage students no matter what the language is, and it is these 
psycho-socio-cultural factors that seem to have primary bearing upon 
their learning. Age, aptitude, and methodology are important, but 
they tend to be secondary in tha language learning process on the 
university level. Without the proper motivation, attitudes, and 
teacher-student relations, there is little impetus for learning a lan­
guage.
Even an average student can learn at any age and with any 
method, but negative attitudes and a depressing psycho-socio-cultural 
atmosphere may destroy potential and promise, give rise to negative 
feelings and reactions, and cause resentment and discouragement.
This may all but obviate a desire to speak, understand, and use a 
second/foreign language.
The study revealed more differences between ESL learners and 
the other language groups than among the foreign language groups them­
selves. Foreign students learn English in the United States as a 
second language, having the opportunity to involve themselves com­
pletely in the activities of the community. French, Spanish, and 
German, on the other hand, as generally learned in the United States, 
are considered foreign languages. (With the increased immigration of 
Spanish-speaking persons and the many bilingual programs, however, 
the picture for the teaching of Spanish is changing). The likenesses 
and differences in the learning strategies of these foreign languages 
are very sLmilar. Whereas the study habits of ESL and the foreign 
language groups are about the same, the attitudes and activities are 
more different than alike. The dissimilarities that c'o occur seem
R ep ro d u ced  with p erm issio n  o f  th e  copyrigh t ow ner. Further reproduction  prohibited w ithout p erm issio n .
1 4 2
to be due mainly to differences in purpose for taking the language, 
teacher-student relations, and teaching approach.
That there are significant differences in the interests, 
activities, actitudes, problems, and concerns of ESL students and 
those of other modern languages is to be expected here in the United 
States. A number of reasons may be presented for these differences.
English is the first language of the country and hence of any 
school community herein. Despite the current emphasis on bilingual 
education, foreign students still must ultimately become sufficiently 
competent in the English language before they can expect real success 
and progress in their educational careers. Thus, the differences in 
the attitudes of the second and foreign language students may depend 
upon the type of orientation they have towards the learning of the 
particular languages, the reasons behind their learning the language.
For the ESL student, motivation may be more instrumental than 
integrative, whereas for the students of the other languages, it may 
be more integrative. ESL students in the United States must learn 
the language for various utilitarian (instrumental) purposes such as 
for getting a job, going to school, functioning effectively in com­
munity affairs, gaining social recognition, or becoming a citizen. 
They may not really be interested in becoming thoroughly integrated 
into the community nor in acquiring certain cultural habits, but they 
know that social, educational, and economic advantages will increase 
according to their knowledge, understanding, and acceptance of the 
language.
The student of EngLish as a second language knows that he 
must become proficient in the language before he can really gain
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these advantages and perhaps feels compelled to strive to have them.
At the sane time, his lack of competency in the language and his 
different cultural patterns and perceptions may hinder his inter­
actions with English speakers and make him afraid to seek integration 
in the community.
He often feels threatened and insecure from the very begin­
ning. He may be afraid of being laughed at and too timid to use what
English he already knows. The ESL student has had to lay aside his 
own language, as it were, to study in another language which he may 
neither like nor enjoy learning. Cultural differences may be con­
fusing and discomfiting. If he is away from his own country, alone, 
and without family or immediate friends, he may feel alienated from 
those things that have been most familiar to him. His own patterns of 
perception and action are threatened.
Learning English as a second language may also be destroying
the student's knowledge of his first language. Sometimes in order to
make substantial progress, he has had to give up associating with 
friends of like native language and concentrate upon cultivating 
friends who speak and understand English well. He struggles to 
accept the fact that he must learn English regardless of any ill 
feelings he may have towards the language or the cultural community.
If he is a student accustomed to receiving top grades, the 
struggle often becomes even more of an enigma as he tries to meet 
course requirements in classes other than regular language classes.
He sometimes needs to seek outside help in writing and correcting his 
compositions, in translating idiomatic expressions, or in under­
standing technical passages of reading. Timidity, a feeling of
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embarrassment, the fear of being laughed at, pride, or stubbornness 
may all cause him to be reluctant to ask the teacher for extra help 
even when it is available.
All of these things may underlie the psychological trauma 
the ESL student begins to experience. They affect his reaction 
towards the learning of English and towards the acceptance of the 
American culture and life styles. These things also affect his rela­
tions with his teachers and classmates and his attitudes towards the 
institution and the system in general. Negative attitudes breed 
negative reactions, and negative reactions are all too common in the 
ESL classes.
Sometimes a conflict arises because of the student's simul­
taneous desire to study at an American university and benefit from 
its standards and curricular offerings, and the desire to maintain 
his own cultural opinions and practices even when they are at odds
with institutional standards. Students have been heard to say: "I
just want to learn English, I don't need all of that . . . !" "Why
do I have to concentrate on that? It's a waste of time.1' "I don't
need that in my country." "It costs too much extra money to take 
those extra classes. They won't be necessary for my work." "I 
learned it this way." "In my country we do it this way. . . ."
Often when the student discovers that he must abide by the 
standards of the institution and the system, when he finally 
realizes that there is no quick, easy way to circumvent standard 
procedure or gain the necessary language mastery needed to be func­
tional in his classes, his initial enthusiasm may turn to resentment.
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He fights back by complaining that he is being mistreated, that the 
requirements are unjust, that the teachers do not understand him, 
that the assignments are too stringent, or that he is not accepted as 
a worthwhile person, capable of competing with native, English- 
speaking students.
A too-vocal, overly aggressive student disturbs other members 
of the class by his complaints, interferes with class organization, 
and tries the patience of both his teacher and his classmates. He 
may be trying to cover up his sense of insecurity and inadequacy, and 
his feelings of being threatened. A timid, soft-spoken student may 
feel even more afraid, threatened, and uncomfortable when he con­
stantly listens to the complaints of outspoken students.
All of this, of course, affects the psychological atmosphere 
of the classroom and causes strained teacher-student-classmate 
relations. The student doesn't understand the teacher. The teacher 
doesn't understand the student. Each one knows that something is 
wrong, but neither is quite sure what it is.
Fortunately, in most classes the majority of the students are 
cognizant of their language needs and are willing to study and do the 
assignments without complaint even when they are long, tiring, or con­
fusing. The students realize that they must master the English 
language sufficiently to be successful in their coursework and that 
learning the language is no simple task. They know tiiat complaining 
causes ill-will and feel the uselessness of fighting established 
regulations.
Knowing that the responsibility of learning the language is 
ultimately their own, they continue to work towards increasing their
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competency in the language which they have chosen to make second to 
their own. They resign themselves to system procedures and to the 
task of meeting requirements necessary to acquire proficiency in the 
English language.
Differences in interests and attitudes between ESL and 
foreign language students sometimes occur because of the cosmopolitan 
atmosphere of the ESL class. The typical class of students of 
English as a second language is made up of students representing a 
number of different and often unrelated languages. The students 
come from varying backgrounds and cultures. This situation compounds 
the problem of teacher-student relations, especially with regards to 
the teacher. If he is unfamiliar with the foreign cultures, he may 
be at a loss to explain certain student reactions or patterns of 
thinking. He may not understand why some students are progressing 
and others are not. He may not be able to relate to the problems or 
concerns of a particular student. He himself may even feel inadequate 
to cope with the situation. In short, the teacher, too, may feel 
threatened and insecure.
However, knowing how the student feels, understanding his 
sense of inadequacy, and being aware of possible causes of conflict 
will help the teacher to overcome his own feelings of being threat­
ened and will strengthen him in the task of seeking so Lotions.
Conflicting attitudes toward language create one of 
the greatest problems in cross-cultural communication 
between teachers and students; misunderstandings often 
occur for this reason. When the differences are under­
stood, they may be used as an educational base. When they 
are not, they create a formidable barrier to learning. 
(Saville-Troike, 1976, p. 54)
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It has been shown that no matter what the language is, whether 
it is second or foreign, the same factors influence its learning in 
varying degrees. The emphasis placed upon a particular factor may be 
greater or less depending upon the relationship and the importance of 
the particular language in the community.
Although language students are ultimately responsible for 
their own learning, it is the teacher who very often gets the blame 
for their failures. In seeing beyond the textbook, class outline, or 
objectives, the teacher may come to realize that the answer to the 
student's successful Learning lies beyond assignments and assessments, 
even beyond intellectual emphasis, to a broader framework of psycho- 
socio-cultural interrelationships.
Motivation plays an integral role in the language learning 
process. The teachers and students who participated in the study 
agreed as to the importance of motivation and the willingness to 
learn and be taught. This supports the conclusions of a number of 
authors and previous studies concerning the place of motivation in 
second/foreign language learning. It is thus not coincidence that 
motivation is named as "the one important factor involved in a per­
son's learning of a foreign language" (Nida, 1956, p. 11).
A teacher who responded to the Factor Rating List described 
how his lack of motivation and his failure to see the utility of 
learning the language affected his progress in the study of French 
v'hile attending academy. He failed French. Later, under different 
circumstances and now having a reason to learn the language, he made 
rapid progress and eventually obtained a Master's degree in French.
He said:
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Motivation is very important in learning a second language.
The teacher should try to meet the needs of the students, make 
the class pertinent and interesting. . . .
I failed French in academy. It was required. I saw no 
need for it personally. The teacher did not make it inter­
esting. She taught analytically, and I am not analytically 
inclined. When I was a soldier in England just prior to the 
invasion of France, I found a "Linguaphone" French book and I 
suddenly decided to learn French.
Mow I had a motive and French became people. It took on 
"life." By the time the war was over I had learned enough to 
enter second year college French. I finally got a Master's 
degree in French, and I speak it fluently. I have worked in 
the French language area for years.
That motivation has prime importance in langauge learning 
holds vast implications for the whole second-language educational pro­
cess from both the teacher and the student viewpoint. The teacher 
must be willing, able, and ready to become the empathetic master 
guide in the classroom. The student must be willing to learn, able, 
and ready to be taught if successful language learning is to take 
place.
All that the teacher may do cannot atone for a student's 
lack of motivation, lack of self-perceDtion, or negative attitudes. 
However, the teacher must go the second mile beyond the daily 
assignment and classroom practice, beyond the anxiety of exam and 
evaluation, to an empathetic, sincere, firm yet flexible approach.
This will strengthen relations between the second language learner 
and teacher and help to break down whatever fear, anxiety, or resent­
ment there may be towards the language.
The study revealed that students and teaciiers ranked attitude 
second to motivation. One really cannot be divorced from the other. 
Attitude and motivation are, in fact, so integral a part of each
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other that the student's "motivation for language otudy is tlu-ught 
to bo determined by his attitudes," by his readiness to identify, as 
well as by the kind of orientation he has toward the process of 
learning a second/foreign language (Gardner 5, Lambert, 1972, ->p. 
395-396; Lambert, 1972, ?. 132).
'.whether the orientation stems from an instrumental or inte­
grative motivation may determine the type subsequent language
activity necessary for progress; but it will not alter the stabili­
zing influence of a real desire to learn. Thus, as the present study 
indicates, a knowledge on the part of the teacher jnd an awareness on 
the part of the student of psycho-socio-cultural attitudes will aid 
in the implementation of method, technique, and approach as embodied 
in the three important aspects of second langauge learninq/teaching: 
the linguistical, the pedagogical, and the psychological.
Findings of this study imply conformity with the development 
of the socio-psychological theory of second-or foreign-language 
learning as constructed over a twelve-vear period by a small group of 
teachers at McGill University and the University of Western Ontario 
(see Review of Literature). A salient point of the theory maintains 
the importance of the psychological preparedness of the second lan­
guage learner. His success depends upon his own ethnocentric 
tendencies, his attitudes, his resulting motivation, his cultural 
adjustment, his social behavior relative to the target language. 
Teachers and students at Andrews University accept this without 
depreciating the fact that aptitude and intelligence also play an 
important role in second/foreign language learning.
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That "lan"': and culture nre inexorably intertwined"
(Gladstone, 1969, p. 114) must be understood by both teacher and stu­
dent. As the study indicates, both teacher and student briny to the 
classroom certain psycho-socio-cultural actions and nocLns that are 
bound to influence the langun-c— learning process with ''potential 
positive" or give "negative reinforcing value" (Anisfeld 4 Lambert, 
1972, p. 217).
There was a time when second./foreign language teaching mainly 
emphasized the linguistical and the pedagogical aspects, the tech­
nique, and the method.
L'hereas the first half of the century was distinguished 
by a drive for the autonomy of language as an object of 
study and a focus upon the description of structure, the 
second half was distinguished by a concern for the integra­
tion of language in sociocultural context and a focus upon 
the analysis of function. (Garvin, 1974, p. 2397)
Implications from the study belie the more traditional method/ 
technique emphasis, in favor of more consideration of the psycholo­
gical elements influencing second language learning. As L’ardhaugh 
(1972) points out:
Classroom teachers must be prepared to find out as much 
as they can about what the issues and questions are in lin­
guistics and psychology, in order to gain some idea of where 
the answers might lie. In the years ahead it will be more 
vital to understand what the basic questions are in the dis­
cipline than it will be to understand what a certain switch 
does on the latest tape recorder, or how to use a particular 
set of flash cards, or what a very specific teaching tech­
nique will do in a rather limited set of circumstances. . . .
Good teaching practice is based on good theoretical 
understanding. . . . Teachers should focus from time to time 
not on techniques, not on methods, but on approach . . . 
and should try in those moments to capture some of the 
excitement of the many challenges that confront us in 
teaching English to sneakers of other languages. (p. 19)
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The growing importance of language learning today also 
implies an increasing emphasis on the interdisciplinary nature of 
linguistics and other disciplines. Linguistics itself is an autono­
mous discipline, but its close ties with other disciplines such as 
sociology, mathematics, anthropology, and especially philosophy and 
psychology (Lewis, 1974, p. 2131), necessitate an acceptance of the 
influences that these various disciplines have upon the language 
behavior of both teachers and students. The emphasis on the psycho- 
socio-cultural aspects of second language learning is thus justified.
Because the participants in the study came from all parts of 
the world and represented a wide range of language backgrounds and 
fields of coursework, they lent valuable aid in their evaluations of 
second language learning and teaching behavior. Their experiences 
parallel language experiences of students and teachers around the 
world. Their language ideals and opinions represent those of many 
world cultures, making a unique, composite picture of intricate lan­
guage behavior. Their evaluations portray a legitimate concern for 
the problems which second language learners face. Their evaluations 
give evidence that the educational process as it relates to second 
language learning and teaching is an active, challenging, and some­
times frustrating one.
Thus it is that the results of this study do not indicate 
a uniqueness of problems and concerns to Andrews University alone. 
"The concern of the sociology of language— overt behavior toward 
language and toward language users— is a concern shared by political 
and educational leaders in many parts of the world." This is one
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of the aspects of sociolinguistics "that frequently makes headlines 
in the newspapers" (Fishman, 1974, p. 1629).
Whether it is a native English speaker born in the United 
States studying a foreign language, or a foreign student struggling 
with the proverbial inconsistenries of English as a second language 
("The inconsistencies of the English language are a bv-word" —  L^wis, 
1974, p. 2155) or another foreign language, the desire to know and 
understand the particular language and to relate to the community 
is uppermost in the motivational process. Especially in the ESL 
program, the language barrier must be overcome before academic 
success is ensured.
Simply knowing this may cause the ESL student to feel anxious, 
even threatened by possible failure if he does not learn the language 
well enough to understand requirements, do his assignments adequately, 
participate in class discussions, or write his term papers.
Even though he wants to do so, he nay find it difficult to 
carry a full class load. This may cause a paradox of feelings and 
frustrations as he antitirates the extra amount of time and money 
necessary to complete his course requirements. If he is to continue 
his studies successfully, he resigns himself to the fact that he must 
learn to understand, read, and write the English language with 
adequate proficiency co attain and maintain academic standards. 
Ideally, he accepts the challenge and becomes involved in classroom 
and out-of-class activities. Since he will find no class tailor-made 
to fit his exact needs, he must learn to select for himself what is 
pertinent for him, accept the desirable with the undesirable, and
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use all facilities and opportunities available to help him to make 
the transition from the world o? the struggling second language 
learner to that of the successful second language user.
To the foreign students in the United States with limited 
knowledge and understanding of English, language education is of 
prime importance. Their admission to university status presupposes 
intelligence, an aptitude for learning, or at least an average lan­
guage learning capacity, '.Thereas innate intelligence is the first 
rung of the ladder of successful second/foreign language learning, 
reaching the higher rungs denends upon the interrelationship of 
native ability with many psycho-socio-cultural elements.
The full evaluation of language education will denend on 
core effective methods of assessing scciolinguistically and 
psycholinguistically, individual and group communicative 
competence. Often, the aims of language education go beyond 
language itself: the ability to function in certain domains 
with certain effects, is the important thing. . . . Until
the language barrier to education is overcome, a large pro­
portion of the world's population is denied full access to 
education. Linguists have a great deal to offer to help 
reach this goal. (Spolsky, 1974, p. 2037)
May it be that Andrews University students and teachers of 
second/foreign languages are among those linguists who have "a great 
deal to offer" in helping to reach the goal of "full access to educa­
tion" for all who want it. May they be willing to give of their time, 
their energies, and their capabilities so that language will no 
longer be a barrier but a gateway to understanding, sharing, and 
acceptance.
Summary
This chapter was divided into three main sections: a summary 
of the study itself, discussion of the findings, and conclusions and
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implications. The summary of the study included a statement of the 
purpose, a presentation of the five null hypotheses, a brief des­
cription of the sample and of the two instruments used to collect the 
data, and the six methods of statistical analysis.
The discussion of the findings was based on the results of 
the analysis of the data from the Factor Rating List and the Second 
Language Attitude Questionnaire. The conclusions and implications 
follow the discussion of the findings and serve as an introduction to 
the recommendations presented in the next chapter.
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RECOMMENDATIONS: COUNSELING APPROACH AND 
FURTHER RESEARCH
Introduction
The findings, conclusions, and implications of this study 
have led to two types of recommendations:
1. A Counseling Approach for Language Teaching (CALT) . This 
approach is suggested as an aid in the understanding and alleviating 
of psychosocial and socio-cultural problems related to second/foreign 
language learning and teaching
2. Suggestions for further research.
Counseling Approach 
Rationale— Meaning and Application
This study has tried to identify and point up the place and 
importance of some of the psycho-socio-cultural problems and concerns 
which the second language learner often faces. However, mere know­
ledge of correlations, comparisons, proportions, attitudes, problems, 
and concerns is useless without some attempt at solution. Simply 
knowing what is wrong— or even what is right— is not enough in a 
teaching/learning program. Assessment without action often leaves 
unanswered questions as to what to do next. It is with this in mind 
that the following suggested counseling approach is recommended as
155
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one mean.1? to the end of helping the language teacher understand and 
alleviate some of the psycho-socio-cultural problems related to 
second language learning.
An approach may be viewed "as a set of correlative assumptions 
dealing with the nature of language and the nature of language teach­
ing and learning." Being axiomatic and descriptive, it reflects "a 
point of view, a philosophy, an article of faith— something which one 
believes but cannot necessarily prove. It is often unarguable except 
in terms of the effectiveness of the methods which grow out of it" 
(Anthony, 1972, p. 5).
Paulston and Bruder (1976) further justify an approach as 
"the theoretical foundation upon which any systematic method is 
based" (p. ix). Many of its assumptions "cannot be proved either 
true or false" and, as such, its merit "is unarguable in terms of 
theory, and one must look at the effectiveness of the method which 
it has generated." Method refers to the actual teaching procedures 
(pp. ix, x).
As Anthony (1972) puts it, "An approach is axiomatic, a 
method is procedural." Since "within one approach there can be many 
methods" (p. 6), the recommended counseling approach described in 
this study is designed to be used in conjunction with any regular 
language teaching method.
Connselor-Teaeher Interchange
Counseling can assist the student in gaining the maximum 
benefit from his educational experience. Likewise, the use of coun­
seling techniques by the second language teacher to help the student
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through an:-: it-tics, fears, doubts, unror La i n t i i-s, indecision, frustra­
tions, and conflicts can assist the student in gaining the maximum 
benefit from his language experience. Recognizing this, the 
researcher has based the recommended approach upon both cognitive 
and affective counseling techniques.
Basic counseling assumptions
Certainly, not all counselors are teachers, but all teachers 
should possess some counseling tact, capacity, and understanding. A 
teacher would do well to accept the basic assumptions which the 
effective counselor must assume. Following are some of these 
assumptions.
1. Deep down within, most individuals want to become all that 
they can become
2. The counselor-counselee relationship must be warm, 
accepting, and non-judgmental
3. As long as there is life there is hope
4. Honesty with oneself is basic to being honest and empa­
thetic with others. Being honest and straightforward is better than 
being overly tactful, devious, and always hinting that something is 
wrong
5. Change comes through growth
6. Growth may be painful, difficult, a struggle, hut satis­
fying, and rewarding
7. Reassurance is effective only when appropriate
8. Exploring alternatives helps in understanding implications,
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accepting challenges, overcoming fears and anxieties, and making 
dec isions
9. The development of time schedules, contracts, and objec­
tives aids in seeing possibilities and implementing goals
10. Sometimes one must look at the worse alternatives and 
face them
11. Expressing love, hope, courage, and belief in the dignity 
and worth of the individual can facilitate counselor-counselee inter­
action, establish rapport, and eventually lead to confidential 
interchange
12. Each person is ultimately responsible for his own 
actions. The power of choice is his
13. Listening is a powerful tool.
The Christian counselor further believes that permanent change for 
good is possible only through divine help.
Basic principles of learning
As the teacher accepts these basic assumptions of the 
effective counselor, so the counselor believes in the following prin­
ciples of learning so much a part of the philosophy of the effective 
teacher.
1. Learning is through motivation and will occur if there is 
meaningfulness and relevance
2. Learning is continuous, sequential, asynchronous, and 
developmental
3. Learning is by doing, by seeing, by reinforcement, by 
imitat ion
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4. Learning is based upon expectations, the law of recency, 
the law of repetition, and the law of effect
5. Learning is associative and can be transferred
6. Each person's learning style is unique
7. Learning must begin where the person is
8. Learning has its consequences and is sometimes irrevers­
ible
9. Learning is enhanced or hindered by emotional components
10. Learning proceeds from the known to the unknown, from 
near to far, from familiar to unfamiliar
11. Learning is the result of choices and may be positive or 
negative.
When the counselor and the teacher both accept the basic 
assumptions of counseling and believe in the basic principles of 
learning, then they are not far apart. Credence may then be given to 
the approach which is designed to unite language teacher and 
counselor in the common goal of helping each student reach his fullest 
potential. The approach, however, is suggestive rather than dogmatic. 
Its theoretical foundations (see Review of Literature) have been 
acknowledged, and many of its principles have been applied in varying 
degrees. Individual effectiveness, however, depends upon the circum­
stances and conditions of the language teaching/learning situation, 
upon the willingness of the student to learn and be taught, and upon 
the conscientious implementation of its several facets on the part of 
the language teacher.
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General Emphasis of Approach
From theory to practice, the teacher is the most important 
prop in the classroom. It is here that most serious formal second/ 
foreign language learning seems to take place. Although it is recog­
nized that much second language learning/teaching can and docs take 
place outside of the classroom, it is from the classroom atmosphere 
and its related circunstances that the suggested approach takes 
impetus.
Of course, general teaching methodology or technique is a 
necessary and inseparable part of language learning. Age and time are 
also important. These are not to be depreciated. However, the 
emphasis of the approach, hereinafter referred to as the Counseling 
Approach for Language Teaching (CALT), is upon those factors related 
to second language learning/teaching which are primarily psycho­
social or socio-cultural in nature. Such problems and concerns may 
be responsive to both cognitive and affective counseling strategies.
Following is a brief outline of the seven general phases.
General Outline of CAI.T
I. Introduction: Rationale
A. Meaning and application of approach
B. Counselor/teacher interchange
1. Basic counseling assumptions
2. Basic principles of learning
C. General emphasis of approach
II. Phase I— Teacher Preparation
A. Personal and professional readiness
B. Definition of objectives and goals
C. Preparation and use of teaching materials
D. Awareness of possible problems and concerns of second 
language learners
III. Phase II— Orientation
A. Teacher orientation
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B. Student orientation
C. Student/teacher orientation and interaction
IV. Phase III— Diagnostic Testing
A. Language proficiency
B. Inventory
C. Personality (if necessary)
V. Phase IV— Interaction of Teacher and Student
VI. Phase V— Observation, Assessment, and Evaluation




VII. Phase VI— Integration and Implementation 
VIII. Phase VII— Follow-up
IX. Teacher Implementation of Approach
A. Personal qualities
B. Understanding the student
1. Cues of possible problems
2. The art of listening
3. Relating to the student
C. Dealing with the foreign student
D. The teacher and the bilingual student
X. In Conclusion
A. Will all students be helped?
B. The place and importance of language affect the "why" 
of the approach
C. Teacher-student interaction: a foolproof remedy?
Expanded Outline of CALT 
Introduction: Rationale
In the section previous to the general outline of the CALT, 
the meaning and application of the approach were given along with 
basic principles of counselor and teacher interchange and special 
emphasis on the importance of the second language teacher in the 
classroom.
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Phase I— teacher preparation
This phase is of prime importance in any teaching assignment 
regardless of the subject matter or circumstances. Before a teacher 
can impart knowledge effectively to the students, he/she must be 
prepared both personally and professionally. Personal readiness 
implies emotional maturity and psychological stability.
Without personal readiness the second language teacher is 
handicapped when trying to relate to students who may already have 
psychological hangups because of fear, anxiety, insecurity, lack of 
confidence, or other pressures.
Inasmuch as it is not the purpose of this study to treat pro­
fessional teacher training in the techniques of teaching, there will 
be little mention here of this part of phase I. Suffice it to say 
that when the second language teacher enters the classroom to guide 
students towards the mastery of the concepts of understanding, 
speaking, reading, and writing a language, professional competence is 
a foregone conclusion. This competence, not only in the target lan­
guage but in teaching methodology as well, underlies the ability to 
define broad goals and specific objectives. It also implies the 
ability to make full use of available teaching materials as well as 
the. capacity to create realia where none exist.
The knowledge of psychological foundations of human behavior 
is a basic step towards the understanding of possible psycho-social 
and socio-cultural problems and concerns of second language learners. 
This knowledge includes the awareness of various psycho-socio­
cultural factors which influence the learning of a second language.
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Many of these factors have already been defined, classified, rated,
and discussed in this study.
Phase II— orientation
Orientation must be from both the teacher's and the student's 
point of view. It may be oral or written or both. A brief oral 
introduction during the first class meeting or two helps the teacher 
and the students to become acquainted with each other. This general 
introduction might include the giving of names, origins, native lan­
guages, majors and minors, likes and dislikes (one each). A brief 
outline such as the following might be put on the board to help 
students whose knowledge of the target language is minimal.
My name is (Cecile) .
I come from (Martinique), or My country is (Martinique).
My native language is (French) , or I speak (French)
My major is (biology)
I like (to sleep) .
I do not like (baseball) .
If the native language is the same for all of the students in 
the class, the native language may be used for this introduction at 
first for a quick, preliminary orientation. Later, however, it 
should be done in the target language. Where the native languages 
are very diverse and the target language must be used for the intro­
ductions, a demonstration of responses by the teacher will help the 
students' understanding of words or concepts. Students also may 
demonstrate their responses when they don't know the correct words. 
The consequent humorous situations which sometimes result from the
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demonstrations serve to break the ice between teachers and students 
and between students and classmates.
Written information for the teacher's files may be obtained 
during the first few class meetings or after a sufficient number of 
words have been learned. The information should be obtained as soon 
as possible and may prove valuable later on. Index cards or plain 
sheets of paper cut to size may be furnished by the teacher to obtain 








5. Other languages you speak








6. Present home country
7. Major/minor
8. Countries you have lived 
in and how long?
Previous study of English 
(or the target language):
Where? ___________________
Hg w long? ________________






Why do you want to learn 
English (or target language) 
(Write answer on reverse 
side of this sheet)
Additional comments/in forma­
tion: optional 
(Use reverse side of sheet)
The student orientation part of phase II is to obtain infor­
mation primarily for the student. This includes learning the name 
and origin of the teacher and becoming acquainted with the names and 
origins of classmates. It also includes becoming familiar with the
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format of textbooks and syllabi; the organization of classroom time 
schedules, laboratory equipment and procedures; general course 
requirements, standards, expectations, and grading procedures.
The teacher and students become more and more acquainted as 
each shares with the other information about themselves, their 
countries, their language backgrounds, their own heritages. Doing 
this brings more tolerance and understanding between teacher and 
students and between students and classmates.
The orientation and interaction period has no real time limit 
and may continue for the duration of the class. This interaction 
also includes a discussion of the institution and system requirements 
and how these correlate with the purposes and needs of the language 
program. Question/answer periods and follow-up discussions are help­
ful in the further clarification of classroom goals and standards of 
performance.
A clarification of expectations of classmate reactions, inter­
actions, and attitudes towards each other is also included in the 
orientation phase. A case in point is the tendency of some students 
(even college students) to laugh at another's mistakes in pronuncia­
tion, accent, and choice of words, thus making some students afraid 
to answer and ashamed to participate in class discussions and 
activities. The teacher can head off much of this by bringing out 
into the open the discussion of the childishness and thoughtlessness 
of such actions.
It is helpful to discuss the purpose and need of learning the 
language in the first place; that all are in the class for a common
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purpose— to learn to understand, speak, read, or write the language; 
that no one has the right to laugh at or make fun of another, seeing 
that he himself is not perfect. The teacher must follow through in 
not allowing moments of ridicule to go unnoticed, by stopping the 
trouble before it gets started, helping the students to realize the 
common bond between them. As for the teacher, he, too, must reit­
erate his purpose and need to correct mistakes as he guides the 
students in correct usage and pronunciation. Letting the students 
know that all correction by the teacher is made in love for the stu­
dent and respect for his efforts, and that it is not to ridicule or 
debase him, even when it is necessary to correct him in front of 
other students, will make the student more amenable to constructive 
criticism and correction and pave the way for the student's realiza­
tion that learning the language can be enjoyable as well as 
profitable. Orientation periods may seem to take up coo much valu­
able class time, especially where class time is so limited; however, 
diligent orientation at the beginning will save much valuable time 
in the long run.
Phase III— diagnostic testing
General tests of the inventory and proficiency types should 
be given for the purpose of assessing the student's language level 
and proficiency, determine group and individual language needs, and 
to provide a basis for placement and/or class division according to 
proficiency. If the class cannot be divided according to level, then 
at least the teacher is aware of where the student is and what his 
general needs and difficulties are. Tests should never be busy work,
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should be a means to an end, and should be interpreted accurately and 
fairly.
An alert teacher sometimes detects problems which are not 
primarily related to the intellectual competence of the student. 
Sometimes the teacher may be aware that something is wrong but is not 
quite sure just where the trouble lies. Perhaps he detects a person­
ality clash, a fear, an anxiety, an uneasiness. There may be 
resentment, the inability to receive correction, the unenthusiastic 
response, or a lack of response. If the problem seems serious enough, 
the teacher may request a private conference with the student, recom­
mend counseling help, or request that the student take a personality 
test through the counseling center. The teacher may administer and 
interpret it himself, if he is trained to do so, as a basis for 
assessing some of the student's conflicts.* Thus, diagnosis may 
include not only testing for proficiency, but an analysis of person­
ality dynamics as well.
Phase IV— interaction of teacher and student
This phase is perhaps the most important of ail the phases.
It actually begins with the student/teacher interaction sessions in 
phase II. What takes place during this phase sets the stage for sub­
sequent and consequent understandings between teacher and student.
*A scale for determining kind and extent of problems such as 
anxiety, fear, and insecurity as well as attitudes toward self, the 
target language and community, the class, the teacher, or the 
institution, is in the process of being devised by the researcher.
This scale may be administered by the regular classroom teacher to 
all students as a basis for knowing their problems and concerns and 
for understanding the students.
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The teacher-student interaction will come through:
1. Regular teaching/learning strategies
2. Classroom activities
3. Group and individual involvement in class
4. Out-of-class involvement
5. Extracurricular activities and projects
6. Group or one-to-one counseling
7. Private office conferences (required at least once a 
quarter/semester during the first half of the term for new 
students; anytime during the term for former students; con­
ferences held oftener as required).
The degree of interaction will affect the strength of both 
teacher and student motivation and the establishment and maintenance 
of rapport between the teacher and the student. An amplification of 
this interaction by the teacher will be discussed in the section on 
the teacher implementation of the CALT.
Phase V— observation, assessment, evaluation
Close and keen observation and assessment by the teacher of 
the student's attitudes, reactions, and performance are of utmost 
importance if fair evaluation is to be made. Evaluation should be 
the sum total of all observation, assessment, or measurement.
Whether it is process or product oriented, evaluation is useful as 
feedback for both teacher and students, as criteria for progress or 
need for improvement, as judgment of correlation between objectives 
and outcomes, as stimulation to subsequent planning and program 
implementation, as clarification for subsequent learning experiences, 
and as the basis for follow-up procedures or group placement.
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Going beyond mere measurcrnc-nt, evaluation is a continuous 
process underlying all good teaching and learning and "includes both 
qualitative and quantitative descriptions of pupil behavior plus 
value judgments concerning the desirability of that behavior" 
(Gronlund, 1971, p. 8).
Evaluation that is truly valid is gestalt in nature, taking 
its cues from a number of outlets such as student performance in 
relation to competence, self-reports, peer appraisal, objectives- 
outcomes correlates, and activities and attitudes in and out of the 
classroom. Especially as concerns the language student, evaluation 
can be psychologically unnerving or psychologically benericial.
Since the evaluations teachers make can have a tremen­
dous influence on the lives of their pupils, they should 
not be lightly made, and certainly never casually made.
The role of evaluation is so intrinsic to the teaching- 
learning situation that even hasty consideration seems to 
indicate the advantages of a systematic use of planned 
evaluation procedures. (Gronlund, 1971, pp. 3-4)
Thus, only through careful and systematic evaluation procedures will
the language teacher come to know, understand, and appreciate his
students.
Phase VI— integration and implementation
Integration of the knowledges gained in phases I-V by both 
teacher and studerts provides a basis for the successful implemen­
tation of any teaching method, technique, or approach. What the 
teacher knows, understands, and subsequently learns about the 
student is as important as what the student knows, understands, and 
subsequently learns about himself, the teacher, and the language 
program, in general. Implementation of the approach is the result
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of interaction and integration. The degree of the success of the 
implementation depends upon the teacher. The rationale for belief 
in this principle is given in the section entitled "Teacher Imple­
mentation of the Approach."
Phase VII— follow-up
There are two important types of follow-up with which the 
second language teacher might concern himself, besides the periodical 
evaluations necessary to assess progress during the term. They are 
end-of-term placement and out-of-class report of results. Beth of 
these provide feedback for the teacher and the student.
The student generally looks forward to the end-of-term place­
ment evaluation to see how much he has progressed or whether he is 
able to go on to the next highest language level. This evaluation
also provides the teacher with some overall measurement of what or
how much learning has taken place during the quarter or semester.
The teacher will also be interested in subsequent, out-of­
class reports of progress (maybe even failure) and performance. The
current class of students may benefit from hearing of subsequent and
consequent experiences of former language students. Where and how 
the student continues to use the language can bring satisfaction and 
gratification, frustration and disappointment, or stimulation and 
new impetus for both teacher and student.
Teacher Implementation of Approach 
The ultimate responsibility of learning lies with the student. 
The language company he proposes to keep is really his own choice 
and determination. However, the burden of interaction, integration,
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and implementation of method, technique, and approach lies with the 
teacher, who is at once monitor, mentor, censor, and guide.
As monitor, the teacher supervises, oversees, and directs the 
teaching procedures. He watches attentively, observes critically, 
and evaluates ethically and honestly. As mentor, he transforms 
method into action and theory into practice as he advises, counsels, 
and instructs. As censor, the language teacher decides what to 
leave in the program and what to take out, and adapts it to fit his 
students. As guide, the language teacher with patience and under­
standing, insight and skill, leads his students through c'ne maze of 
syntax and vocabulary, patterns and accents, transformations and 
declensions, to a growing knowledge and acceptance of the target lan­
guage, target culture, and people.
Assuming teaching personality to be "those characteristics 
of the teacher's behavior related to the emotional responses of 
pupils and the ability to establish intimate and harmonious working 
relations with them," Cook and Leeds (1974) found the attitudes of 
individual teachers towards pupils to be significantly related to 
pupils' attitudes towards the teachers (p. 409).
Personal Qualities
The suggested, counseling approach starts with, is mediated 
by, and ends with the teacher, who must first know himself before he 
can know his students. He must define his own goals and be aware of 
his own strengths and weaknesses. The strengths should enhance his 
teaching skills, and the weaknesses should not hinder his profes­
sional growth. For both the teacher and the counselor, personal
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qualities are just as important as professional qualities. Among the 
necessary qualities that both should possess, the following ones, 
directly related to effective counseling, are of outstanding
importance.
1. Personal maturity and integrity
2. Emotional stability (psychological maturity)
3. Love for and interest in others
4. Scholastic and social intelligence
5. Sincerity, open mindedness, and broad-mindedness
6. Sympathetic, empathetic attiLudes
7. Self-understanding, self-confidence, self-acceptance
8. Friendliness, tolerance, warmth
9. Belief in the dignity and worth of the individual
10. Personal commitment and professional integrity
11. Patience, understanding, tact, and a sense of fair play
12. Discriminative judgment but non-judgmental attitude
13. A pleasant demeanor and a sense of humor
14. Calmness, courtesy, sensitivity to others' feelings
15. Understanding of and respect for human values
16.
mental
Understanding of psychological behavior and the develop- 
stages of life
17. Adequate firmness and assertiveness; flexibility
18. Perceptive organization, understanding of learning
principles
19. Awareness of the beauties and joys as well as the 
tears and sorrows of life and living
20. Ability to listen as well as to keep silent
21. Faith in God
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The same as with counselors, the second language teacher must 
be prepared psychologically, intellectually, and philosophically, in­
asmuch as he is constantly concerned with more than just techniques 
of subject natter. He must often deal with psychological relations, 
problems of sensitivity, feelings, self-identity, and self-worth.
This has been found to be especially true when teaching English to 
speakers of other languages.
The teacher of English to speakers of other languages 
has a special trust, and a special responsibility. The 
student who comes to us exposes more than just his lack of 
command of a subject. So deeply is language bound up with 
a person's sense of self-identity and self-worth, that the 
chances for psychological and social damage to students in 
the teaching process are very great. (Saville-Troike, 1976, 
p. vii)
Stating minimum qualities that second language teachers of
"students who are linguistically and culturally different," must
possess, Saville-Troike says that they must:
Be genuinely interested in the education of students 
regardless of their linguistic and cultural background 
Be supportive of the goals and processes of multi­
cultural education
Be understanding and accepting of linguistic and 
cultural diversity
Be respectful of students' personal, family, and com­
munity identities
Be sensitive to individual and group needs and feelings.
(p. 138)
These qualities are very much related to those traditionally 
identified with counselors. Saville-Troike further emphasizes that 
"teachers v?ithout these qualities should not be teaching bilingual 
students" (p. 138). This emphasis is especially timely in view of 
the fact that bilingual students are really second language learners 
and as such face many of the same problems that second/foreign lan­
guage learners face.
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Psychological understanding lies at the foundation not only 
of effective counseling but of effective language teaching as well.
In proportion to how well the language teacher understands the 
practical dynamics of human behavior, he is better able to aid his 
students in coping with various psycho-socio-cultural factors related 
to their second language learning. Thus, as would a regular coun­
selor, the second language teacher must seek, to know, understand, and 
accept non-judgmentally his students where they are and for what they 
are. This knowledge comes through observation, testing, general 
teacher-student interaction, and through both group and private one- 
to-one interchange. The knowledge comes through both cognitive and 
effective communication between teacher and student, client and 
counselor. At times the counselor and the language teacher must 
respond to the behavior and at other times the feelings of the client 
or the student. Whether it is through intellectualizing or through 
emotional emphasis, rapport can be established, and understandings 
can be effected.
There are times when rapport . . .  is established^ more 
quickly by discovering how he _/the client or student/ 
thinks before wondering how he feels. . . . Behavior in­
corporates both feelings and thoughts.
Responding to cognitive contents can be an anxiety 
reduction tool for clients easily threatened by feelings.
Responding to affect with acceptance and understanding 
can . . . assist the client to incorporate his feelings 
and perceptions into his self-image.
Responding to affect often is the best way to communi­
cate your warmth and involvement with the client. (Hackney 
and Nye, 1973, pp. 100-101)
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Understanding the Student
It is important that the language teacher understand and 
accept the student for who or what he is, but "understanding alone is 
not sufficient" (Hackney and h’ye, 1973, p. 128). The student must 
sense the teacher's understanding before rapport and mutual trust 
can be established.
Take a case in point. The teacher has perhaps noticed that 
Student A does not seem to participate in classroom activities, does 
not volunteer answers, comes to class late, is receiving low grades 
on tests, resents correction, skips language laboratories constantly, 
or manifests any number of the following cues heralding some kind of 
emotional disturbance.
The student may be indicating a psycho-social or socio­
cultural problem when he:
1. Resents correction or constructive criticism
2. Does poorly on tests
3. Takes no active part in planning classroom or outside 
activities
4. Denies knowledge of his own culture or language
5. Skips language laboratories, class on test days, or 
comes late to class
6. Always is with his own group of like native language 
speakers
7. Always leaves or comes to class alone
8. Never volunteers answers or even asks questions
9. Talks too much or too little, too loudly, too softly, or 
too long
10. Often challenges his grade, the method, or textbooks
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11. Refuses to answer questions about his country or back­
ground
12. Laughs or picks at other students
13. Is careless in doing assignments
14. Seldom or never participates in word drills or pattern 
practices
15. Watches the teacher or other students with a look of 
scorn or resentment
16. Refuses to cooperate with group projects
17. Constantly talks out of turn, giving no one else a 
chance to talk
18. Often asks about things just explained
19. Constantly boasts of accomplishments
20. Expresses feelings of anxiety, fear, or uneasiness
21. Keeps his head down on the desk, reads, or writes during 
class periods when he should be paying attention to the teacher
22. Complains that the teacher is unfair
23. Seldom follows instructions properly
24. Refuses to try to speak the target language
25. Expresses hatred towards the target language and community
26. Shows up late for or refuses to keep appointments
27. Shows tension or undue timidity
28. Expresses undue overconfidence
29. Refuses to accept socio-cultural differences
30. Constantly criticizes the country and/or its customs, the
institution and/or its requirements 
31. Expresses fear of failure.
Any of these cues may indicate that the student is experi­
encing some kind of psychological, social, or cultural trauma in
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relation to his language learning experience. The teacher takes 
note of subsequent reactions, assesses his progress, and carefully 
observes his behavior. In class the teacher tries to draw the stu­
dent out and makes a special effort to discover the source of the 
problem. If little knowledge can be gained through classroom observa­
tion, discussion, or activity, an invitation may be given to the 
student for a private office conference. There, through a one-to- 
one encounter, student and teacher together may be able to work out 
the problem, discover some answers, or find some alternatives.
The teacher is demonstrating an interest in the student, is 
letting him know that he has noticed and cares. The teacher has
listened to what the student had to say, has heard both the student's
verbal and non-verbal expressions, and has communicated to the stu­
dent a feeling of empathy and acceptance.
The Art of Listening
Whether it is in the classroom during regular class sessions, 
before or after class, or in the office, the language teacher must not
simply hear, but learn to listen to what the student is saying. He
must then communicate to the student that he has heard him. The 
art of listening is perhaps the most potent, the most useful, the 
most influential, the most far-reaching of the counseling attending 
skills— listening actively, progressively, significantly. To listen 
in the deepest sense of the word is to empathize, to sympathize, to 
participate with another cognitively, affectively, to reflect his 
feelings, eventually to understand. Listening extends, sustains, 
and deepens the knowledge of the student and helps the counselor, or
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the language teacher, to know and understand not only what the client, 
or student, is saying, but how and why he is saying it (Shertzer and 
Stone, 1974, p. 268).
Relating to the Student
The language teacher's warmth, interest, and acceptance of 
the student whoever he is and whatever he is; the teacher's willing­
ness to spend time to help solve a problem, or just to listen; will 
aid in establishing self assurance, the breaking down of prejudices, 
the opening of confidences, the seeking of alternatives, the alle­
viating and perhaps eventually the solution of problems.
The teacher, however, must be careful not to allow the stu­
dents to take advantage of him, to manipulate him, nor to put him on 
the defensive as regards himself, other colleagues, or members of 
the class. If a student's problem stems from dissatisfaction with 
some aspect of the language program, the teacher must be careful not 
to take sides. He must rather help the student see and understand 
the many facets involved and where each fits into the program, and 
what the teacher-student team can do to improve conditions.
If a student's problem is basically himself and his relation­
ship with the target community, the teacher can help him to see where 
he stands as a part of the community, what the practical alternatives 
are, and what moves are necessary to change status and opinion. It 
may be that the student needs special help beyond the realm of the 
teacher's jurisdiction, be it financial, psychological, social, or 
health-related. Referral to a further source of help is then 
feasible.
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Because of limited teacher time, it is vital in planning 
second language programs to include time for counseling. It goes 
without saying that few regular classroom teachers have time to give 
so much attention to each student who needs help. Some teachers are 
not even disposed to do so, granted there were enough time. It is 
true that the language teacher with an overload of classes, committee 
meetings, and extracurricular assignments often has little extra 
time (or even energy, disposition, or inclination) to concern himself 
with unadjusted or disoriented language students. However, going the 
second listening/helping mile will eventually make the teaching job 
easier. The student returns to the classroom happier and more self- 
assured, if not wiser and more intelligent.
Dealing with Foreign Students
Especially when dealing with foreign or bilingual students, 
the teacher may have to take the initiative towards establishing 
effective teacher/student relations. The foreign student is often 
shy, uncertain as to what to do, confused as to procedure, afraid to 
ask questions, and reluctant to divulge confidences. He may be awed 
by the target language system, overwhelmed by "too many" require­
ments, intimidated by circumstances, or unable to overcome feelings 
of inferiority.
One foreign student who responded to the Second Language 
Attitude Questionnaire, reacting to unfortunate brushoffs by some 
citizens of the target community, lamented: "They don't care about
us Orientals. . . . They think we are ignorant. . . . "  Counseling 
and one-to-one interaction with her language teacher helped her to
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regain a feeling of self-worth and allay her misgivings and fears.
The teacher had to take the initiative in working out the problem.
Another student, confused by the supposed insincerities of 
phatic communion, finally came to realize and accept the overall 
meaning of it. A third student, a Western European by birth, in a 
group interview expressed resentment towards target community atti­
tudes. She felt depressed and left out and vehemently declared that 
the air of superiority she had found here made her sorry that she had 
ever come. She concluded that the teacher "could make things so much 
nicer in the classroom." Feeling sometimes treated as a child who 
had no dignity or worth, the student was too shy or unwilling to com­
municate her feelings to the teacher.
A young Indonesian student, confused to the point of totally 
misunderstanding classroom requirements, failing in her work, and 
feeling too afraid to go to the teacher for help, eventually overcame 
her feelings of fear because a teacher recognized her plight, took 
the initiative to see that she got help, and referred her to a 
counselor. Through teacher-student interaction, through empathy, 
understanding, and acceptance, the student found increased self-confi­
dence, the impetus to persevere, and eventual success in her second 
language experiences.
A Spanish graduate student became discouraged from partici­
pating in class because of disparaging comments and snide remarks 
made about her accent and pronunciation of words. "If the teacher 
would only try to understand my explanations, respect my efforts 
. . ." she said. The student was encouraged to look at herself, to
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build her own self-confidence, and not to give up. Somehow the 
teacher did learn to listen, to respect her efforts. The student 
later reported: "I am in his class again. He's . . . It's better
now."
Oftentimes it is the student at fault and not the teacher. 
Even though the student may realize that he is lacking, that often he
is the one at fault, that he is not always doing his assignments or
studying as he should; and even though he sometimes looks for the 
easy way out, he still looks to the teacher for that second mile of 
help and understanding. That second mile may be just enough to 
bring about a change.
When asked what they wanted and expected from the teachers, 
students gave various answers:
We want the teachers to try to understand us, not ridicule.
We want them to take a little more time to listen.
We want them to become more aware of problems facing the 
foreign student trying to learn another language.
We want them to respect our efforts without lowering
their standards.
We want them to be patient with us.
A Finnish student expressed it this way:
If possible, it would be very helpful for the foreign 
students if teachers, especially those whose first language 
is English, were made aware of the special difficulties 
these foreign students face when they come to study in a 
new setting with a new language and with new customs.
Perhaps teachers could take the first step in approach­
ing the foreign student and finding out what he feels his 
difficulties are and whether he feels the teacher is really 
"getting the lesson across" to him.
Many students are probably too afraid or too shy to
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approach the instructor and tell him that he, the student, 
is not comprehending what the teacher is saying or that he 
is having trouble following through with assignments. I 
believe the teacher's personal interest in the student's 
success and comprehension can actually motivate the 
foreign student to learn the language and advance in his 
studies. Perhaps the teacher and the student could even 
make a plan of study especially for the foreign student.
The Teacher and the Bilingual Student
The bilingual student is also a second language learner. As 
he interacts in a new culture, he faces many, if not more, of the 
same problems which the traditional second/foreign language learner 
faces. Here, too, the teacher should take the initiative, using 
many of the same techniques and approaches employed by the regular 
second/foreign language teacher.
The bilingual student enters the classroom with a different 
set of values and experiences, a different background from that of 
his American classmates. He has been previously enmeshed in another 
language and culture with perhaps different signs and symbols, con­
cepts, and perceptions. Thomas (1968) describes the case of the 
Navajo Indian who must gain not only new patterns of thought in his 
communication, but also new cultural values about himself ir. an 
English-speaking environment, things perhaps important in English 
but not so inherent in his own language. For instance, he must learn 
the differences in _hê  she, his, and her as opposed to the usage in 
Navajo where hje, she, and _it_ are represented by the same symbol in 
verb paradigms. He must even learn the usage and importance of per­
sonal greetings such as "Good morning," and "How are you?" since 
these are not a part of normal Navajo conversation.
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The tonal qualities of his native language also cause prob­
lems for the Navajo Indian student learning English, inasmuch as tone 
difference (regular, high, or low) in Navajo may signal a completely 
different meaning for the sane word. Even the concept of family is 
different, for in English the sister of the mother is always "aunt" 
instead of "mother" as it may be in Navajo, and the children are 
"cousins" instead of "brothers." In Navajo the woman uses one term 
to designate her children or her sister's children, whereas the man
uses a different term for daughter and a still different one for son.
Interpreting cultural information may be difficult for the 
bilingual student. "A great deal of cross-cultural misunderstanding 
occurs when the 'meanings' of words in two languages are assumed to 
be the same, but actually reflect differing cultural patterns”
(Savi.lle-Troike, 1976, p. 47). Other misunderstandings may occur to 
the extent which the language reflects a wor]d view or the extent to 
which it shapes and controls "the thinking of its speakers by the 
perceptual requirements it makes of them" (p. 46). Citing some 
examples of how language reflects a world view, Saville-Troike 
further tells of the Greek and Quechua perception of future and past.
Greek and some dialects of Quechua (an Indian language 
spoken in Peru and Bolivia) consider the future "behind" 
you and the past "ahead," instead of the future being 
"ahead" as it is in English. . . . The Quechuas defend 
their logic by pointing out that we can "see" the past, 
but not the future. Since we "see" the past, it must be 
in front of our eyes, and the future that we cannot "see"
is behind. (p. 46)
Problems' sometimes arise with bilingual or foreign students 
when there are conflicting attitudes towards language such as in the 
tone or level of voice used in the classroom, the way the student
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looks (or does not look) at the teacher when talking or listening, 
the way a student must address the teacher, the status of the 
teacher, whether he is male or female, and the styles of learning 
(rote, trial-and-error). The teacher must be aware of the possible 
existence of these types of attitudes.
Conflicting attitudes toward language create one of 
the problems in cross-cultural communication between 
teachers and students. . . . Misunderstandings often 
occur for this reason. When the differences are under­
stood, they may be used as an educational base. '•.Tien 
they are not, they create a formidable barrier to 
learning. (Saville-Troike, 1976, p. 54)
To teach the bilingual student successfully, the teacher 
"must be cognizant of these differences and must above all else seek 
to understand, without disparagement, those ideas, values, and 
practices different from his own" (Zintz, 1969, p. 29).
The bilingual child may feel out of place in the socioculture 
of the English, middle-class school, causing him to develop necative 
attitudes. The negative attitudes "lead to isolation, defensiveness, 
and anxiety on the part of the bilingual child and in turn bear on 
his academic achievement" (p. 237). When the teacher is unaware of 
the chasm that exists between the two cultures, he "inflicts further 
wounds by causing culture conflict through /his/ teaching approaches 
and techniques" (Birkmaier, 1972, pp. 237-238).
Because the bilingual student internalizes so much of his 
behavior in accordance with the demands of his own socioculture, the 
attitude he develops in the classroom and towards education in 
general will depend upon his ability to relate his group goals, 
mores, values, and aspirations to those of the middle class, 
different culture in which he is placed.
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The attitude of the teacher . . .  is vital in these 
circumstances. Unless the teacher is patient and under­
standing, the student who must learn English as a second 
language develops insecurity, worry instead of competence, 
and makes enemies instead of friends for the English 
language. (Zintz, 1969, p. 6)
The bilingual teacher must have the same stability, scholas­
tic preparation, and professional competence that the traditional 
second language teacher should possess. According to Baratz (1969), 
especially in the early stages of the bilingual program, the teacher 
is the central figure in setting up the instructional tasks. He 
states:
This role and responsibility gradually shift to the 
pupils as a group and then to individuals as cognitive, 
linguistic, and social skills are developed. The teacher's 
role then becomes that of educational director, advisor, 
counselor, and strategist.
The teacher must 1) be highly skilled and knowledgeable 
in the methodology of second language teaching, 2) possess 
excellent command of the language, 3) be sensitive to the 
individual circumstances and needs of pupils and make 
necessary adaptations in materials and instruction, and 4) 
know current literature, both pedagogical and instruc­
tional. (p. 159)
Summarizing the relation that teachers must have with 
bilingual students, Zintz (1969) says:
Teachers must be continually alert to the differences 
in languages, values, customs, the whole cultural heri­
tage, and seek to understand the students they teach as 
real people with all the feelings, attitudes, and emotional 
responses that make them behave the way they do. Most 
important is the realization that one way of life or one 
language for communication is not better, nor superior, 
and not "more right" than another. (p. 9)
In Conclusion
Will All Students Be Helped?
The suggested approach is recommended for any type of second
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or foreign language program, bilingual or otherwise. Certainly, how­
ever, the approach does not guarantee that students will suddenly 
become highly motivated, brilliant learners, nor honor graduates.
They may not be inspired prodigies nor even above average students.
No miracles will necessarily occur to change the students overnight, 
but they should be able to continue with their language studies with 
less anxiety, trauma, and fear of the target language and comr.iuni ty. 
They should be more aware of themselves as learners and of what they 
themselves can do to function more adequately within the language 
environment. They will perhaps respect if not love the teacher as 
the master guide in a challenging language situation.
Understanding the language program— its purposes, objectives, 
and possibilities— may bring greater satisfaction and agreement with 
its many facets, lend more credence to its requirements, and stir 
the student to greater effort. It should help to improve teacher- 
student relations and lead to a more meaningful implementation of 
language learning strategies. Through it all, as this study has 
indicated, both teachers and students agree that there must ever be 
the "willingness to learn and be taught."
The Place and Importance of Language 
Affect the "Wnv" of the Approach
Language teaching and learning comprise a wide and varying 
range of activities. Language learning— first, second, or foreign—  
is communication in action. Language learning is a social phe­
nomenon and often psychological trauma. Being rooted in anthropoLogy, 
controlled by ethnocentricity, tempered by philosophy, and influenced
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by psycho-socio-cultural problems, it touches many disciplines. Lan­
guage is art; it is science; it is technology. Whereas it is the 
basis of economic exchange, it also makes for productive social 
transaction. Language may be stable or transitional, uniform or 
differentiated, simple yet complex, changeable, flexible, functional.
Because world understanding is bound up in an interlocking 
chain, as it were, of languages and linguistic phenomena, implica­
tions are that the study of languages is of growing importance in the 
educational process.
Without language study and learning,education would have 
little meaning. If understanding the language brings greater under­
standing of the peoples who speak the language, then the study c. f 
languages is just one more step forward to world peace and progress.
In this age of anxiety, "peace" is more than a slogan; 
it is a desperate need of our people; and it is self-evi­
dent that a study of foreign languages and foreign cultures 
provides the best means of fostering international under­
standing. This is the need of our time and the responsi­
bility of our educators. (AU Counseling and Testing Center,
1977, p. 1)
The importance of linguistic skills was stressed in a Pacific 
Union Conference (1966) syllabus for teaching German in a citation 
from James B. Conant: "In a world in which this country must be ever
conscious of other nations, linguistic skills are as important as 
mathematical ability and scientific and artistic talent" (p. i) -
Garvin (1974) agrees with Conant when he says that "the 
significance of our society's preoccupation with matters of language 
should not be underestimated since . . . language is the most impor­
tant meeting ground of sciences and of letters" (p. 2889). Garvin
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further feels that others besides second and foreign language teachers 
need to be concerned about language. He says:
The second or foreign language teacher is not the only 
one who needs to know about language, but so does the speech 
mrrectionist, the composition teacher, the literary artist, 
the literary critic, the psychologist, the anthropologist, 
the missionary, the historian, the philosopher, the communi­
cation engineer. (pp. 2899-2900)
Since in the study of other languages, some emphasis is 
placed upon understanding the culture of the people who speak those 
languages, the second language student and the teacher can be a rein­
forcement for more tolerant attitudes towards other peoples and 
cultures. Studying another language also makes communication more 
meaningful. This was reiterated in a presidential proclamation 
quoted in La Sociedad de Amigos Hispanos (May, 1977) concerning 
National Foreign Language Week:
Friendly and peaceful relations among nations depend 
greatly on improved communication between their individual 
citizens. 3ecoming fluent in another language is one of 
the finest ways of achieving such improved communication 
and promoting better international understanding and good­
will. (p. 1)
According to an old proverb, "He who knows two languages is 
worth twice as much." Can it also be that "he who knows no foreign 
languages, knows nothing about his own" (Von Goethe, quoted in 
Pacific Union Conference syllabus, 1966, p. i)? Can it be that the 
dynamics involved in learning and knowing one's own language well are 
basic to understanding and accepting not onLy the languages of other 
people, but basic to accepting those people and their cultures as 
well? Can knowing one's own language well help one to feel less 
threatened when he has to learn another?
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Teachcr-Student Interaction: A Foolproof Remedy?
The study herein presented is just one more addition to the 
long list of investigations, statistical analyses, conclusions, and 
recommendations concerning the teaching and learning of languages. 
Despite the many methods, techniques, and approaches that have been 
tried, some with success, some to no avail, the foolproof remedy for 
all language ills has yet to be found.
Not all students will be changed, no matter what the approach. 
As borne out by the study ratings, motivation is the most important 
key. The teacher may do all that is possible to implement any 
approach, but the student must do his part. He, too, must go the 
second mile. He must be willing to learn, if not at first, then 
eventually. As Allen (1974) says:
The desire to learn or the need to know is a deep-rooted 
force which a human being either possesses or lacks. Stu­
dents who are motivated will want to learn even if their 
teacher is ineffective. Conversely, it is very difficult, 
almost impossible, to teach students who are bored or who do 
not want to learn. (p. 2)
So it is that the teacher and student must work together. The
unique combination of a second or foreign language teacher as a
pleasant, understanding, conscientious, and empathetic guide, well- 
trained in psychological foundations and language methodology, and in 
the art of imparting knowledge; the motivated learner who is willing 
to learn and be taught, willing to become an integral part of the
target community, one who takes advantage of opportunities to
practice the language both in and out of the classroom; and a 
pleasant learning climate will strengthen any second/foreign language
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program and make for happier, more stable, more successful second lan­
guage students.
The teacher and student working together can bring under­
standing out of confusion, confidence out of uncertainty, hope out of 
defeat, and competence out of failure. When attitudes change from 
negative to positive, progress is imminent.
Suggestions for Further Research
Many questions concerning second langauge learning and 
teaching are yet to be answered despite the vast volume of theory and 
research. Perhaps the following suggestions for further investiga­
tion might lead towards answering some of the questions which still 
remain.
1. Compare language attitudes of students in ESL programs in 
the United States with those in EFL programs overseas. Such a study 
might determine if there is a significant difference in attitudes 
when English is learned in a setting where it is the language of the 
community, and when it is learned in a setting where it is heard 
primarily in the classroom. In which setting are the students more 
amenable to its learning? Can the same methodologies, techniques, 
and approaches be used in dealing with the psycho-socio-cultural 
attitudes? What are some of the major influences upon each program?
2. Replicate this study with other Seventh-day Adventist 
college students and with non-Seventh-day Adventist college students 
in the United States. Compare the results with those of the present 
study to see if the attitudes differ with a change in campus setting.
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Do the basic rel igious philosophies affect the attitudes towards the 
language?
3. Test the effectiveness of the suggested counseling 
approach. A class might be divided into two matched sections to be 
used as experimental and control groups. The counseling strategies 
(the treatment) might be used with one section and not with the 
other.
The approach may be extended to include two separate classes. 
It may also be tested with a single classroom as a whole, using the 
one-group, pretest-posttest design. The pretest and the posttest 
might be attitude questionnaires. The treatment would be the use of 
the counseling approach.
4. Assess the attitudes of Seminary language students and 
compare them with those of modern language students. This might 
determine what differences there are in attitudes of students learning 
a language for oral, current use and of those learning a language 
primarily for reading or research purposes.
5. Factor analyze the fifty-nine factors on the Factor 
Rating List to see how the variables cluster on rotations of
three, four, five, six, and seven factors. Compare the items loading 
on each of the factors with the classifications of the items.
6. Construct an instrument to measure the extent of the 
importance of particular factors related to language learning to 
individual students. This would perhaps give some idea of the impor­
tance of the factors in the particular language setting and serve as 
a guide to the teacher for understanding and helping individual stu­
dents .
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7. Compare an experimental and a control group as to differ­
ences in orientations towards second language learning (e.g., 
instrumental vs. integrative values). The treatment would be the 
emphasis on the two types of orientations. This might indicate the 
strength of the orientations in a particular setting. Are the orien­
tations of equal importance? Does a particular setting influence the 
type of orientation?
8. Investigate the most frustrating aspects of each language 
group. A questionnaire or a self-help report or inventory might be 
used to determine what the frustrations are. Are there frustrations 
peculiar to a particular language group?
9. Compare poorly motivated students in each language group; 
compare highly motivated students in eacli language group. Try to 
discover commonalities. Knowing commonalities may give some insight 
into the motivational process necessary for successful language 
teaching and learning.
10. Devise an instrument to assess definite psycho-social or 
socio-cultural problems an individual student is having, or to assess 
definite attitudes. Such an instrument would be very useful as a 
diagnostic tool. Knowing what the problems are and being aware of 
the implications involved would make it easier for the teacher to 
counsel with the student.
11. Correlate language attitudes with language performance 
in the classroom. This might give some insight into the influence 
that attitudes have upon performance.
12. Investigate the influence of non-verbal communication in
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various cultures upon the learning of a second language. Extra- 
linguistic elements such as non-verbal, vocal acts; gestures; and 
spatial and temporal behaviors influence language learning (Poyatos, 
1976, p. 49).
The teacher would benefit from knowing whether his own voice 
qualities, voluntary or involuntary gestures or behaviors, the total 
context of his body communication, conscious or unconscious, are 
significantly affecting the language learning atmosphere. Experi­
menting with a variation of extralinguistic elements might make the 
teacher more aware of how they relate to the total atmosphere of the 
language classroom. These might be combined with current techniques 
emphasizing the nonverbal behavior on the part of the student, the 
emphasis on paralanguage, kinesics, music, soft lights, and other 
media to affect the psychological mood of the second language 
student.
13. Devise a self-report instrument for teachers to assess 
their own attitudes towards students of other languages. Teachers 
must be aware of their own feelings, ideologies, and psycho-social 
attitudes before they can really understand those of students of 
other languages and cultures.
Summary
This chapter was divided into two main sections of recommen­
dations: (1) a Counseling Approach for Language Teaching (CALT), and
(2) suggestions for further research. The counseling approach may be 
used in conjunction with any language teaching method or technique 
to aid in the understanding and alleviating of psycho-social-cultural
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problems influencing Che learning of a second language.
The first section gave the rationale for the approach, its 
meaning and application; the foundations for counselor/teacher inter­
change as exemplified in basic counseling assumptions and basic 
teaching principles; and the general emphasis of the approach. A 
general outline gave an overview of the counseling approach, while an 
expanded outline presented the approach in more detail. This 
included a discussion of the seven phases of the counseling approach. 
Also included was a discussion of the teacher implementation of the 
approach. Specific suggestions were given for dealing with the 
foreign and the bilingual student.
The concluding portion of the first section dealt with the 
adequacy of the counseling approach to help the student and to 
establish rapport between the teacher and the student. Also pre­
sented was a discussion of the place and importance of language upon 
the why of the approach.
The second section introduced a number of suggestions for 
further research and what the particular research might accomplish.
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Andrews University
Berrien Springs, Michigan 49103
May 8, 1978
Dear_______________________________:
The learning of a second or a foreign language is 
a very important part of the course of study at Andrews 
University, particularly -..-ith respect to the large number 
of students and personnel here who have learned English as a 
second language.
As part of my doctoral research, I wish to make a study 
of some of the problems, attitudes, concerns, and activities 
of students who are learning a second language (English,
French, Spanish, and German) at .Andrews University.
According to the literature, the factors listed on the 
attached sheets are influential in the learning of a second 
or a foreign language. You will find that many of the factors 
overlap, are very closely related, or may even seem to be the 
very same.
I would appreciate your helping me to classify these factors 
according to whether or not they are psycho-sccial or socio­
cultural, or related to aptitude; and to rate them according to 
their relative importance in the learning of a second or a foreign 
language.
If there are other factors which you feel should be included, 
please add them to the list, classify, and rate them. More detailed 
instructions are given on page one of the Eactor Eating List.
Thank you very much for your cooperation.
Sincerely yours, _
Dora M. Rodgers 
Doctoral Program
Educational and Counseling Psychology 
English as a Second Language
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FACTOR RATING LIST
Please cl«t :s ify the following factors as indicated:
1. Primril.y nsycho-rocial or socio-cultural.
2. Primarily related to aptitude.
3. trot p r i m r i l y  psyche-social o r  socio-cultural nor related 
to aptitude, but more related to cuch categories as
age, method of instruction, etc.
If you feel that the factor is primarily psycho-social or socio-cultural, 
(related to psychologic! 1, soclol o~i ical, or cultural attitude.';, actions, 
or interests) , •..•ri te the r.-.cher | 1 ( in the fi ret box. If the factor 
is primarily related to aptitude, write the number [ 2^] i n the f i rst 
box. If the factor is primarily related to any other category, ’..'rite 
the number | 3 ̂  in the firsr. box.
riease rate the factors according to their importance in the learning 
of a second or a foreign lannuagu. On the scale of 1 - 5, unimportant = 1 
extremely important - 5. '.’rite the number of your rating in the second box.
Ur.ir.-pcrtant - 1 2 3 1 5 Kxtrcvaly important
bating of_ 
Classif i sat i or, ; - ..r,r..:ir,rr
(a) Use of class room au.'.io-visual materials (a) [_/}__ J 13.]
( Related to netted:;; avaraga importance)
I. 0. scores Ch) [£•]
(Primarily sptited--; average importance)
Fear of rejection (c) f / ~| \S_~\
(!-ri tirily psycho-scci.nl; extrorcly it porta:.t)
Uote: Unless other'isc indicated, please consider the factors from
the student's eoint of vies:. T a r get ■ annus.ee refers to the 
second or foreign iangu.ac-a boing loe.mt-d.
If there ..re any other factors which you feel should bs included, 
please add then to the list, classify, and rate then. Thank 




Other languages you speak or read or understand:
If you have taught any languages (including English), please indicate which:
Position/occupation (You may check more than one) .
Teacher □  Adn i n i s t ra 11) r a
Student I 1 Other r n __________
Speci fy
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FACTOR RATING LIST
f a c t o :?; rivu::-:ci::c, rur. o f  a
si.c c-:m  o f  a ” 7n:ic;: sjagi:
Please classify and rate the following factors according to instructions 
given on page 1.
Classi ficaticn: 1. Primarily psycho-social or socio-cultural
2. Primarily related to aptitude
3. hot prinarily psycho-social or socio-cultural 
nor related to aptitude
Hating: 1 - 5
Unimportant - 1 2 3 4 5 - Extremely ir.wortant
Factor Class i fi cat i cn Rati no
1. General method and focus of instruction (1) 1 1 n LJ
2. Orientation towards learning in general 
(study hahits; study tire) (2) CD CD
3. General intellectual ability (3) tzu □
4. Anxie ty (4) □ CD
5. Culture stress/culture shock (5) CD CD
6. Interference of mother tongue (G) CD a
7. Attendance (7) CD dJ
8. Age and time of learning (8) CD □
9. Creativity (9) CD CD
10. Student's competence in own language (10) CD CD
11. Status of target language in tiie 
particular country (11) CD CD
12. Inability to listen effectively 
(lack of skill in aural analysis) (12) □ CD
13. Practice or lack of practice (13) CD CD
14. "Life style" of student (14) CD CD
15- Design of teaching materials (15) □ d l
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Cl arsific.it ion
16. Quantity of instruction (16) □
17. Quality of instruction (17) □
18. educations 1 necessity of learning □second language (course reoui rcrver.t/ (10)job require.’■cat)
10. Personality factors/erational conditions (10) □
20. Fgo-st rung th/c go no rrra'-, i 1 i ty (20) □
21. Overexposure to substandard pronunciation (21) □
22. Parental attitudes and influence (22) □
23. Socio-ecor.or;ic status of fa.—.ily (23) cm
24. Degree of acculturation !tir_- spent in 
atuosnhere of target language) (24) □
25. Teacher ur.fi'.iliarity '.:ith student’s 
native language and culture (25) cm
20. Cultural alienation of target language 
coreunity (26) rm
27. Student's evaluation of teacher (27) cm
Student's evaluation of target language (28) tm
20. Self-blare or self-rejection (29) cm
30. Desire to irrrovc standard of living/ 
attain upvard social nobility (30) cm
31. Desire to identify v.-ith target cer?-.unity (31) cm
32. Teacher attitudes and general sensitivity 
to student's age, interest, background
(32) □
33. Fear of failure (33) cm
34. Student's rejection of his/her native culture (3-1) im
35. nationalistic and ethnic attitudes (35) cm
36. Curiosity (36) tm
37. Failure to sec utility of learning tmtarget language (37)
313. Desire for easy credit (38) m
30. Corr.unity integration and social interaction (39) cm
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Cl assi fication Rating
4 1 . Isolation in "special classes’' (41) HU H i
‘52. Strong authoritarian attitudes (42) □ HU
43. Auditory ncnory/auditory discrimination (43) □ HU
44. Teacher’s demand for accuracy (44) □ HU
45. Linguistic aptitude (45) □ HU
40. Analytical ability (4C.) HU HU
47. Shill in mimicry (47) HU HU
48. Interest in language learning (40) HU HU
40. Previous language experiences (49) HU HU
50. Pro-surer, from. seme or the employing agency (50) HU CH
to finish quickly and return
51. Prior orientation to utilitarian qualities (51) HU H Iof che second language
52. Acceptance of classmates (52) HU HU
53. Hostility and resentment towards institution (53) HU HU
54. Preparation (educational level) of teacher (54) HU HU
55. Classroom atmosphere (55) HU
rL
56. Hatred of target language and culture (56) HU HU
57. Personal prestige/increase cf social status (57) HU HU
50. Desire to travel and interact with
another culture (58) HU HU
59. Feelings of rejection hy target community (59) HU HU
or host country
pleas:: list, classily, ,v;l rate m:y other factors v.i-ich should pe included
G O .  (CO) I I | t
gi.   (CD t m  m j
G 2 .  (C2 ) | I [____ I
G 3 -  (G3) I 1 I____ I
G4. C&a) □  n u
«” ) [ZD (_J
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PLEASE RA::K. THE FOLLOWING CATEGORIES IN* OFDEP. OF IMPORT/VICE IN T!'E
l e a r n i n g  or a  s e c o n d  o k  a  f o r e i g n  l a n g u a g e , l - 6.
Most important = 1 
Least important = 6
66. Aptitude I 1 67. Motivation □  68. Ago c m
09. Empathy cm 70. Methodology I | 71. Attitude □
PLEASE WRITS AMY CCNCEIMS OP. SUGGESTIONS TEAT YOU HAVE A SCUT THE LEARNING
OF A SECOND LANGUAGE (English, French, Spanish, or German) HE EE AT ANDREWS 
UNIVERSITY.
ADDITIONAL COMMENTS -
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SECOND LANGUAGE ATTITUDE QUESTIONNAIRE
T h e  p u r i ^ - e  o f  t h e  f o l l o w i n ' !  q u e u t  l o n n a i  r e  i t :  t o  o b t a i n  a n  I d e a  o f  c o n e  
o f  t h e  p i o b l r m s ,  a t t i t u d e s ,  c o n c e r n ' ; ,  a n d  a c t i v i t i e s  o f  s t u d e n t s  w h o  «*ro 
l e a r n i n g  a  s e c o n d  l a n g u a g e  a t  A n d r e w s  U n i v e r s i t y .  C h » ' e k  o r  w r i t e  t h e
a p p r o p r i a t e  r e s p o n s e  o r  c i r c l e  t h e  n u r i i c r  w h i c h  a i ’p l i o s  t o  y o u .
D o  n o t  s i g n  y o u r  n a m e .  T h i s  q u e s t i o n n a i r e  w i l l  n o t  a f f e c t  y o u r  c l a n s  g r a d e .  
T h a n k ,  y o u  f o r  y o u r  c o o p e r a t i o n .






Y o u r  n a t i v e  l a n g u a g e . ______________________________
O t h e r  l a n g u a g e s  y o u  s r . c u k  o r  u n d e r s t a n d .
Y o u r  p r e s e n t  g r a d e  l e v e l ;
S e c o n d a r y  ( A c a d e m y )  _____
C o l l e g e ;  F r .  _____ S o .    J r . ______ _ S r .
M a j o r .    5 .  M i n o r . ______
G r a d u a t e
S p e c i a l
20 O v e r  3 0
W h a t  l a n g u a g e s  h a v e  y o u  s t u d i e d  I n  s c h o o l  b e s i d e s  y o u r  n a t i v e  l a n g u a g e ?  
A p p r o x i m a t e  a g e  y o u  f i r s t  s t a r t e d  s t u u y i r . q  E n g l i s h  i n  s c h o o l :
U n d e r  5  y e a r s  ____________  A g e s  1 1 - 1 5  _ A g e s  2 1  -  3 0
A g e s  5 - 1 0    A g e s  1 6
Ho w d i d  y o u  l e a r n  r e s t  o f  y o u r  E n g l i s h ?
a .  T r a v e l  ____  ».*.
V i s i t o r s  i n  h o n e   f .
P l a y m a t e s  _____ g .
P r i v a t e  t u t o r s  ___  h .
b .
d .
A r m e d  S e r v i c e s  
P a d i e  o r  TV  ___
S c h o o l  _____
O t h e r
( G i v e  c i r c u m s t a n c e )
H e w  w e l l  d o  y o u  k n e w  t h e  g r a m m a r  o r  y o u r  o w n  n a t i v e  l a r . c u a g e ?
V e r y  v e i l  ________________ F a i r l y  v e i l   N o t  s o  w e l l
Y o u r  p a r e n t s *  h i g h e s t  l e v e l  o f  e d u c a t i o n #
F a t h e r : Elcr.er.tary
S e c o n d a r y
C o l l e g e
G r a d u a t e
O t h e r
1 1 .  F a t h e r ' s  o c c u p a t i o n
o t h e r : E l o n c n t a r y
S e c o n d a r y  
C o l l e g e  
G r a d u a t e  
O t h e r  
M o t h e r ' s  o c c u p a t i o n
1 2 .  I f  y o u  w e r e  n o t  b o r n  i n  t h e  U n i t e d  S t a t e s ,




D o  y o u  l i k e  l i v i n g  i n  t h e  U n i t e d  S t a t e s ?  Y e s  _____ No _____ S o m e t i m e s
W h o r e  w o r e  y o u  b o m ?  _________    Y c u r  h o n e  c o u n t r y  n e w ?  _________
Do y o u  p l a n  t o  r e t u r n  p e r m a n e n t l y  t o  y o u r  o w n  c o u n t r y  t o  l i v e ?  T c s  ____
H o t  s u r e
PART I F  —  I N T E R E S T  I N  E t J G L I S H  ( R e a s o n s  f o r  S t u d y i n g  E n g l i s h )
S h o w  t h e  i m p o r t a n c e  o f  y o u r  i n t e r e s t  b y  c i  r e  I  i  n o  o n e  o f  t h e  n u m b e r s .
3  —  V e r y  i m p o r t a n t  
2  —  S l i g h t l y  i m p o r t a n t  
1  —  N o t  i m p o r t a n t
1 .  I  a n  s t u d y i n g  E n g l i s h
3 .
4 .
a . b e c a u s e  I  e n j o y  i t . 1 . ( a ) 3 2
b . s o  I  c a n  u n d e r s t a n d  t e x t b o o k s  i n  E n g l i s h . ( b ) 3 2
c . b e c a u s e  I  w a s  g i v e n  r . n  c h o i c e  i n  t h e  n a t t e r . ( c ) 3 2
d . b e c a u s e  I  n e e d  i t  f o r  n y  c o u r s e  r e q u i r e m e n t s . ( d ) 3 2
e . b e c a u s e  I  w a n t  a  g o o d  g r a d e  t o  h e l p  m y  g r a d e  p o i n t  a v e r a g e . ( e ) 3 2
E n g l i s h i s  n e c e s s a r y  f o r  a y  l i f e  c a r e e r . 7. 3 2
I  w a n t t o  l e a r n  E n g l i s h
a . s o  I  c a n  u n d e r s t a n d  r a d i o  a n d  T V  b r o a d c a s t s  i n  E n g l i s h . 3 . ( a ) 3 2
b . s o  I  c a n  r e a d  h o o k s ,  m a g a z i n e s ,  n e w s p a p e r s  i n  E n g l i s h . l b ) 3 2
c . s o  I  c a n  w r i t e  l e t t e r s  i n  E n g l i s h . ( c ) 3 2
d . s o  I  c a n  t a l k  w i t h  p e r s o n s  v i i o  s p e a k  E n g l i s h . ( d ) 3 2
e . b e c a u s e  I  f e e l  l e f t  o u t  w h e n  e t h e r s  a r e  c r e a k i n g  i n  E n g l i s h
a n d  I  d o  n o t  u n d e r s t a n d  w h a t  t h e y  a r e  s a y i n g . ( c ) 3 2
f . s o  1 c a n  u n d e r s t a n d  A m e r i c a n  c u s t o m s . ( f ) 3 2
g . s o  1 c a n  h a v e  m o r e  f r i c t u i s  w h o  s p e a k  E n g l i s h . ( q ) 3 2
h . s o  I  c a n  r e a d  r e l i g i o u s  p u M  i c a t i o n s  i n  E n g l i s h . <h) 3 2
M e m b o r s  o f  a y  f a m i l y  u n d e r s t a n d  E n g l i s h ,  a n i l  I  w a n t  t o  u n d e r s t a n d
I t ,  t o o . 4 . 3
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P A R T  I I I  —  IMP ORTANCE O P  R I C L 2 5 H
C i r c l e  t h e  n u m b e r  w h i c h  c h o w s  t h e  i m p o r t a n c e  o f  E n g l i s h  t o  y o u .
3 —  V e r y  i m p o r t a n t  ( S t r o n g l y  a g r e e )
2  —  S l i g h t l y  i m p o r t a n t  ( A g r e e )









E n g l i s h  i s  v e r y  i m p o r t a n t  i n  t h e  w o r l d  t o d a y .  ( 1 )  —
I  n e e d  t o  k n o w  E n g l i s h  i n  m y  c o u r s e  o f  s t u d y .  ( 2 )  —
I  n e e d  t o  k n o w  E n g l i s h  t o  g o t  a  g*>a d j o b .  ( 3 )  —
E n g l i s h  i s  s p o k e n  b y  p e r s o n s  w h o  a r e  c l o s e  t o  » e .  ( 4 )  —
S t u d y i n g  E n g l i s h  w i l l  h e l p  m e  t o  l e a r n  a n o t h e r  f o r e i g n  
l a n g u a g e  l a t e r  o n .  ( 5 )  - -
K n o w i n g  E n g l i s h  w i l l  h e l p  m e  t o  m a k e  s o r e  f r i e n d s  w i t h
E n g l i s h - s p e a k i n g  p e r s o n s .  ( 6 )  —
S t ' i d y i n g  E n g l i s h  w i l l  h e l p  m e  t o  u n d e r s t a n d  t h e  w a y  o f
l i f e  o f  p e o p l e  ►•ho s p e a k  E n g l i s h .  ( 7 )  —
K n o w i n g  E n g l i s h  w i l l  m a k e  m e  m o r e  i m p o r t a n t  i n  « y  c o u n t r y .  ( B )  —
S t u d y i n g  E n g l i s h  w i l l  h e l p  m e t o  u n d e r s t a n d  a y  o w n
n a t i v e  l a n g u a g e  h o t t e r .  ( 9 )  —
K n o w i n g  E n g l i s h  w i l l  r a k e  m e  m o r e  i m p o r t a n t  s o c i a l l y .  ( 1 0 )  —
E n g l i s h  i s  p r e t t i e r  ( s o u n d s  b e t t e r ,  i s  m o r e  m u s i c a l ,  e t c . )  
t h a n  o t h e r  f o r e i g n  l a n g u a g e s  I  c o u l d  h a v e  s t u d i e d .  ( 1 1 )  —
P A R T  I V  — ATTITUDES
C i r c l e  t h e  n u m b e r  w h i c h  i s c o r r e c t  f o r  y o u .
4  —  V e r y  i m p o r t a n t  ( V e r y  t r u e ;  s t r o n g l y  a g r e e )
3  —  S l i g h t l y  i - r - o r t a n t  ( T r u e ?  a g r e e )
2  —  U n i m p o r t a n t  ( D i s a g r e e )

























3 5 .  )C.
I  l i k e  s t u d y i n g  E n g l i s h .  ( 1 )  ------
T h e  g r a d e s  1 g e t  i n  E n g l i s h  a r e  u s u a l l y  b e t t e r  t h a n  t h o s e  
i n  m o s t  o f  m y  o t h e r  s u b j e c t s .  ( 2 )  —
I  l i k e  E n g l i s h  m o r e  t h a n  m o s t  o t h e r  s u b j e c t s .  ( 3 )  —
I  w o u l d  l i k e  t o  c o n t i n u e  s t u d y i n g  E n g l i s h  a f t e r  t h e
e n d  o f  t h i s  . q u a r t e r .  ( 4 )  —
E n g l i s h  g e t s  r a r e  i n t e r e s t i n g  a l l  t h e  t i m e .  ( 5 )  —
E n g l i s h  i s  a  h a r d  s u b j e c t  f o r  m e .  ( 6 )  —
I  h o p e  t h a t  I  w i l l  b e  a b l e  t o  s p e a k  E n g l i s h  w e l l  v e r y  s o o n .  ( 7 )  —
I  r e a l l y  d o n ' t  n e e d  t o  l e a r n  E n g l i s h  f o r  m y  c a r e e r .  ( S )  —
E n g l i s h  i s  t o o  d i f f i c u l t  f o r  m e .  ( 9 )  —
I  t h i n k  t h a t  e v e r y o n e  s h o u l d  l e a r n  E n g l i s h .  ( 1 0 )  —
I  d o n ' t  l i k e  s t u d y i n g  E n g l i s h .  ( 1 1 )  —
I  d o n ' t  s p e n d  e n o u g h  t i m e  s t u d y i n g  E n g l i s h .  ( 1 2 )  —
My p a r e n t s  w a n t  m e  t o  l e a r n  E n g l i s h .  ( 1 3 )  —
I  p r e f e r  t o  w o r k  t h a n  s t u d y  E n g l i s h .  ( 1 4 )  —
I  d o n ' t  l i k e  s t u d y . * n g  E n g l i s h .  ( 1 5 )  - -
I  w i s h  I  d i d n ' t  h a v e  t o  t a k e  a n  E n g l i s h  c l a s s .  ( 1 6 )  —
E v e r y o n e  s h o u l d  l e a r n  E n g l i s h .  ( 1 7 )  —
I  a n  a f r a i d  t o  s p e a k  E n g l i s h  b e c a u s e  I  m i g h t  m a k e  a  m i s t a k e .  ( 1 8 )  —
I  w o u l d  e n j o y  l i v i n g  i n  a n  E n g l i s h - s p e a k i n g  c o u n t r y .  ( 1 9 )  —
T h e r e  a r e  m a n y  s u b j e c t s  m o r e  i m p o r t a n t  t o  l e a r n  a t
s c h o o l  t h a n  E n g l i s h .  ( 2 0 )  —
I  s o m e t i m e s  f o c i  h a d  w h e n  t h e  t e a c h e r  c o r r e c t s  my
p r o n u n c i a t i o n .  ( 2 1 )  —
1 w a n t  t o  u s e  E n o l i s h  i n  m y  l i f e  c a r e e r .  ( 2 2 )  —
1 r e a l l y  w o n t  t o  l e a r n  t o  s p e a k  E n g l i s h  c o r r e c t l y .  ( 2 3 )  —
I  d o  n o t  w a n t  t o  l i v e  p e r m a n e n t l y  m  a n  E n g l i s h - s p e a k i n g  
c o u n t r y .  ( 2 4 )  —
I  w a n t  t o  l e a r n  E n g l i s h  s o  t h a t  I  m a y  b e c o m e  a n  A m e r i c a n  
c i t i z e n .
X d o n ’ t  t h i n k  s t u d e n t s  s h o u l d  b e  m a d e  t o  s t u d y  E n g l i s h  i f  t h e y  
d o  n o t  w a n t  t o .
I  w i s h  1 h a d  m o r e  t i m e  t o  s t u d y  E n g l i s h .
I  d o  n o t  l i k e  t o  s t u d y  i n  g e n e r a l .
S t u d y i n g  E n g l i s h  i s  l > o r i n g .
I  w a n t  t o  c o n t i n u e  s t u d y i n g  E n g l i s h  n e x t  q u a r t e r .
I  a m  s t u d y i n g  E n g l i s h  o n l y  b e c a u s e  i t  I s  r e q u i r e d .
I  d o  n o t  t h i n k  t h a t  I  s h a l l  e v e r  l e a r n  t o  s p e a k  f r n g l i s h  w e l l .
I  w i l l  b e  g l a d  w h e n  I  d o n ' t  h . i v»*  t o  s t u d y  E n g l i s h  a n y  m o r e .
I  w a n t  t o  r q H M k  E n g l i s h  l i k e  a  n a t i v e  s p e a k e r .
1 f e e l  b a d  w h e n  I  u a v  t h e  w r o n g  t h i n g  an *I  s o n r o n e  c o r r e c t s  m e .  
I  d o  n o t  n e e d  t o  t a k a  a n y  m o r e  E n g l i s h  l a n g u a g e  c l a s s e s .
( 2 5 )
(2G)
( 2 7 )
( 2 8 )
( 2 9 )
( 3 0 )
( 3 1 )
( 3 2 )  
( 3 3 1
( 3 4 )
( 3 5 )
( 3 6 )
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d i f f e r e n t  s c h o o l .
3 7 .  S c h o o l  i s  n r> n o to n n » i .* .  a n d  l < o r i n « | .
3 8 .  I  | * 1 . i n  t o  c » m f i n u r  s t u d y i n g  E n g l i s h  b u t  a t
3 0 .  S t u d y i n g  E n g l i s h  t a k e s .  t r * o  m u c h  o f  c*y t i n o .
4 0 .  I  h a v e  a  r . p « ; n u l  t . » I « * n t  f o r  !»• » r n w . g  f o r e i g n  l a n g u a g e s .
4 1 .  W h e n  I  l e a r n  t o  s p e a k  E n g l i s h  w e l l ,  I  w o n t  t o  f o r g e t  e»y 
o w n  l a n g u a g e .
4 2 .  S t u d y i n g  E n g l i s h  h a s  b e e n  a  w a s t e  o f  e i y  t i m e .
4 3 .  S t u d y i n g  E n g l i s h  c o s t s  aw* t o o  m u c h  m o n e y .
4 4 .  My p a t e n t : ;  c o n ' t  c a r e  i f  I  l e a r n  E n q l v r . h  o r  n o t .
4 5 .  I  w i s h  I  k n e w  t h e  g r a m m a r  o f  m y  c v n  n a t i v e  l a n g u a g e  b e t t e r .
4 0 .  L e a r n i n g  E n g l i s h  i s  f u n .
( 3 7 )
H O )
( 3 9 )
( 4 0 )
( 4 1 )
( 4 2 )
( 4 3 )
( 4 4 )
( 4 5 )
( 4 6 )
p a r t  v —  E n g l i s h  a c t i v i t i e s  o u t s i d e  o r  s c h o o l
Kow o f t e n  d o  y o u  p a r t i c i p a t e  i n  t i i e  f o l l o w i n g  a c t i v i t i e s ?
3 —  O f t e n
2  —  S o m e t i m e s
1 —  r a r e l y  o r  n e v e r
1 .  R e a d  E n g l i s h  b o o k s ,  n e w s p a p e r s ,  o r  m a g a z i n e s .
2 .  L i s t e n  t o  E n g l i s h  r a d i o  p r o g r a m s ,
3 .  W a t c h  TV  p r o q r a n s  i n  . E n g l i s h .
4 .  W a t c h  m o v i e s  m  E n g l i s h .
5 .  T a l k  w i t h  p e o p l e  w h o  s p e a k  E n g l i s h .
6 .  V i s i t  a n  E n g l i s h - s p e a k i n g  c o u n t r y .
7 .  W r i t e  l e t t e r s  m  E n g l i s h .
8 .  A t t e n d  c h u r c h  s e r v i c e s  i n  E n g l i s h .
P A R T  V I  —  A S P E C T S  O F  L E A R N I N G  E N G L I S H  ( S A T I S F A C T I O N )







( 7 )  
(0)
4 - -  V e r y  s a t i s f i e d
3 —  F a i r l y  s a t i s f i e d / s a t i s f i e d
2  - -  D i s s a t i s f i e d
1  —  V e r y  d i s s a t i s f i e d
1 .  T e x t b o o k s  y o u  a r e  u s i n g  f o r  t h e  c l a s s .  ( 1 )
2 .  C l a s s r o o m  a c t i v i t i e s .  ( 2 )
3 .  S k i l l s  t a u g h t  i n  t h e  c o u r s e .  ( 3 )
4 .  T h e  l a n g u a g e  l a b o r a t o r y .  ( 4 )
5 .  H o m e w o r k  y o u  a r e  a s s i g n e d .  ( 5 )
6 .  O p p o r t u n i t i e s  y o u  h a v e  t o  p r a c t i c e  t h e  l a n g u a g e .  ( 6 )
7 .  I n f o r m a t i o n  y o u  r e c e i v e  f r c m  y o u r  t e a c h e r  a b o u t  y o u r  p r o g r e s s .  ( 7 )
8 .  T h e  w a y  y o u r  p r o g r e s s  i s  e v a l u a t e d  ( s u c h  a s  g r a d e s ,  e t c . ) .  ( 8 )
9 .  T h e  t o t a l  a m o u n t  o f  t i m e  y o u  h a v e  f o r  s t u d y .  ( 9 )
1 C .  T h e  t o u c h e r ’ s  p e r s o n a l i t y .  ( 1 0 )
1 1 .  T h e  t e a c h e r ’ s  w i l l i n g n e s s  t o  h e l p  y o u .  ( 1 1 )
1 2 .  T h e  a t t i t u d e s  o f  y o u r  c l a s s m a t e s .  ( 1 2 )
1 3 .  A n y t h i n g  e l s e  a b o u t  t h e  c l a s s .  f P l e a s o  s p e c i f y ) :  ( 1 3 )
B .  Ho w d o  y o u  f e e l  a b o u t  t h e  f o l l o w i n g ?
4 —  S t r o n g l y  a q r e e
3 —  A g r e e
2  —  D i s a g r e e
1 —  S t r o n g l y  d i s a g r e e
1 .
2 .
T h e  t e a c h e r  p l a c e s  t o o  m u c h  e m p h a s i s  o n  s p e a k i n g  c o r r e c t l y .
I t  i s  b e t t e r  t o  b e  a b l e  t o  e x p r e s s  m y  t h o u g h t s  i n  E n g l i s h  t h a n
( 1 )  —  4 3 2
t o  w o r r y  a b o u t  s p e a k i n c  c o r r e c t l y . ( 2 )  —  4 3 2
3 . S t u d e n t s  s h o u l d  h e l p  t o  p l a n  c l a s s r o o m  a c t i v i t i e s . ( 3 )  —  4  3 2
4 .
5 .
T h e  c l a s s  s h o u l d  b e  o r g a n i s e d  i n  a  d i f f e r e n t  w a y .
T o  b e  g o o d  i n  E n g l i s h ,  s t u d e n t s  m u s t  h a v e  a  s p e c i a l  t a l e n t
( 4 )  —  4  3 2
f o r  l a n g u a g e . ( 5 )  —  4  3 2
6 . 1 d o  n o t  h a v e  t h i s  s p e c i a l  t a l e n t . ( 6 )  —  4  3 2
7 . Wo s h o u l d  s t u d y  s a o r c  o f  t h e  c u l t u r e  o f  E n g l i s h - s p e a k i n g  p e o p l e . ( 7 )  —  4 3 2
CD 
O
I  f e e l  a f r a i d  w h e n  I  t r y  t o  s p e a k  E n g l i s h .
I f  I  s t u d y  E n g l i s h  a n d  t h e  A n c r i c a n  c u l t u r e  t o o  c a t c h .
( J )  —  4  3 2
1 0 .
I  n i g h t  f o r g e t  n y  o w n  l a n g u a g e  a n d  c u l t u r e .
S o a o  t h i n g s  i n  t h e  A m e r i c a n  c u l t u r e  a r c  n o t  a s  g o o d  a s  I
( 9 )  —  4  3 2
h a d  t h o u g h t  t h e y  w e r e . ( 1 0 )  —  4  3 2
a. T h i s  b o t h e r s  n o  a n d  n a k e a  » c  w o r r y . ( « )  —  4 3 2
b .  K n o w i n g  t h i s  I n t e r f e r e s  w i t h  cty p r o g r e s s . l b )  —  i  3 2
1 1 . I  w a n t  t o  m a k e  t h e  f o l l o w i n g  c o m m e n t s  a t x i ' i t  t h e  s t u d y  o f  F . n g l i s h  
l a n g u a g e  c l a n s r s .
a n d  t h e  F n g i i s h
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P A R T  V I I  —  STUDY U A 9 I T S
A n s w e r  t h e  f o l l o w i n ' !  n u c s t i n n s  b y  p l a c i n g  a  c h e c k  m a r k  o n  t h e  
l i n e  t o  t h e  l e f t  o f  t h e  ' ■ . t a t c m e n t  w h i c h  6 c e m s  - t o  a p p l y  t o  y o u .
1 .  W h e n  I  h a v e  a n  a n s i g n * B e n t  t o  d o  i n  E n g l i s h ,  I
a .  d o  i t  i  r r . * * d i a t e l y  w h e n  I  s t a r t  s t u d y i n g .
b .  b e c o s e  c o m p l e t e l y  b o r e d .
c .  p u t  i t  o f f  u n t . i  a l l  m y o t h e r  s t u d y i n g  i s  d o n e .
d .  n o n e  o f  t h e s e  ( E x p l a i n )  :
2 .  D u r i n g  E n g l i s h  c l a s s e s ,  I  u s u a l l y
  a. b e c o m e  c o m p l e t e l y  b o r e d .
  k*. d a y d r e a m  a l x j  j t  o t h e r  t h i n g s .
  C .  b e c o m e  i n t e r e s t e d  i n  t h e  s u b j e c t  m a t t e r .
 d .  b e c o m e  S l e e p y  o r  t i r e d .
3 .  I f  I  h a d  t h e  o p p o r t u n i t y  a n d  k n e w  e n o u g h  E n g l i s h ,  I  w o u l d  c c r . v e r s e  i n  E n g l i s h  
w i t h  e t h e r  E n g l i s h  s p e a k e r s :
  a .  a s  o f t e n  a s  I  c o u l d .
 b .  f a i r l y  r e g u l a r l y .
 c .  p r o b a b l y  r . o t  v * r y  o f t e n .
_____ d .  n e v e r .
4 .  A f t e r  I  h a v e  b e e n  s t u d y i n g  E n g l i s h  f o r  a  s h o r t  t i n e ,  I  f i n d  t h a t  I
  a .  am i n t e r e s t e d  e n o u g h  t o  g e t  C h e  a s s i g n m e n t  d o n e .
 b .  b e c o m e  v e r y  i n t e r e s t e d  i n  w r . i t  I  a m  s t u d y i n g .
  c .  b e g i n  t o  t h i n k  a b o u t  o t h e r  t h i n g s .
 d .  d o n ' t  u s u a l l y  g e t  t h e  a s s i g n m e n t  d o n e .
5 .  I  f i n d  s t u d y i n g  E n g l i s h
  a *  n o t  i n t e r e s t i n g  a t  a l l .
b .  n o  m o r e  i n t e r e s t i n g  t h a n  m o s t  s u b j e c t s .
 c .  v e r y  i n t o  r o t "  t i n g .
6 .  C o m p a r e d  t o  t h e  o t h e r  p e r s o n s  i n  Tty E n g l i s h  c l a s s ,  I  t h i n k  t h a t  I
  a .  d o  l e s s  s t u d y i n g  t h a n  s e c t  o f  t h e m .
 b .  s t u d y  a b o u u  a s  m u c h  a s  m o s t  oz t h e n .
  c .  d o  r o r e  s t u d y i n g  t h a n  m o s t  o f  t h e n .
7 .  I  t h i n k  a b o u t  t h e  w o r d s  a n d  i d e a s  w h i c h  1 l e a r n  a b o u t  i n  n y  E n g l i s h  c l a s s e s :
  a .  o n c e  i n  a w h i l e .
  b .  h a r d l y  e v e r .
  c .  v e r y  f r e q u e n t l y .
8 .  O n  t h e  a v e r a g e ,  I  s p e n d  a b o u t  t h e  f o l l o w i n g  n a o u n t  o f  t i m e  d o i n g  E n g l i s h  h o m e w o r k  
o r  s t u d y i n g  o u t s i d e  o f  c l a s s :
  a .  l e s s  t h a n  1 h o u r  p e r  v o o k .
_ _ _  I / .  1 - 3  h o u r s  p e r  w e e k .
  c .  4 - 6  h o u r s  P e r  w e e k .
  d .  7 - 1 0  h o u r s  p e r  w e e k .
  c .  m o r e  t h a n  1 0  h o u r s  p e r  w e e k .
9 .  A f t e r  I  f i n i s h  c o l l e g e ,  I  w i l l  p r o b a b l y :
a .  t r y  t o  u s e  m y  E n g l i s h  a s  m u c h  a s  p o s s i b l e .
b .  n o t  t r y  t o  r e m e m b e r  m y  E n g l i s h .
c .  c o n t i n u e  t o  i r . ; p r o v * »  m y  E n g l i s h  ( c .  g . ,  d a i l y  p r a c t i c e ,  r e a d i n g ,  e t c . ) .
d .  n o n e  o f  t h e s e  ( E x p l a i n ) :   _ _ _ _ _ _
1 0 .  P l a c e  a  c h e c k  m a r k  a n y w h e r e  a l o n q  t h e  l i n e  b e l o w  t o  I n d i c a t e  h o w  m u c h  y o u  
l i k e  E n g l i s h  c o m p a r e d  t o  a l l  y o u r  o t h e r  c o u r s e s :
E n g l i s h  i s  m y  E n g l i s h  i s  m y
m o s t  p r e f e r r e d  1 * 1 * * *_____ • l e a s t  p r e f e r r e d
c o u r s e .  8 5  4 3  2  1 c o u r s e .
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TABLE 58
POINT KULTISERIAL CORRELATION (PMS) 
FOR INDIVIDUAL ITEIIS
Scale Item Fno]isfr Snanish Scale Item Er.qlish Spanish
r!■IS RMS
Interest Inrortance
Part II la .6580 .4948 Part III 1 .3814 .7589
lb .8153 .6727 2 .3678 . 7216
lc .2130 .4884 3 .3839 .6351
Id .4912 .4047 4 .5298 .6775
le .6341 .3017 5 .6460 .6526
3a .7088 .8159 6 .6196 .5938
3b .7245 .6053 7 .5912 .6911
3c .6855 .8073 8 .7035 .6000
3d .5843 .4157 9 .5743 .6409
3f .6290 .7530 10 .6702 .6626
3g .7523 .6371 11 .6415 . 3631
3h .6625 .7837
Attitudes Attitudes
Part IV 1 .5172 .5480 Part IV 23 .1004 .2512
2 .3593 .4317 27 .3953 .1140
3 .2171 .5112 29 .5085 .5863
4 .0018 .6153 30 .5383 .5417
5 .4702 .5624 31 .4858 . 5325
7 .3093 .4576 32 .2433 .5381
8 . 3649 .6106 33 .5882 . 7563
9 .1111 .5248 34 .2395 . 3896
10 .1333 .2397 35 .2990 .2579
14 .5002 .4749 36 .4978 .4278
15 .7401 .7331 39 .2845 .42 39
16 .5963 .6703 42 .4840 .4206
19 .0610 .3599 43 .3005 . 3980
20 .4823 .5920 44 .3506 .2670
21 .3219 .1877 46 .39 35 .60 22
22 .1385 . 5682
Art.i vi I ip<;________________________________ Satisfaction
Part V I .6686 .7526 Part VIA 1 .6922 .4901
2 .6166 . 7824 2 .7464 .5756
3 .6450 .7046 3 .6721 .6228
4 .6143 .7131 4 .4367 .4795
5 . 7245 .7214 5 .6568 .4979
6 . 3636 .7277 6 .7111 . 3684
7 .5461 . 7760 7 .7025 .4703




Satis faction Study Habits
Part VIB 1 .2777 .3436 Part VII 1 .6253 .5013
4 .5308 .2756 2 .4 766 .4365
6 .3316 .2527 3 .4219 .5099
7 . 4 3S1 -.0530 4 .5638 .5069
9 .4437 . 3000 5 .6901 . 4769
10 .4239 .4379 6 .5133 .4161
U .5177 .4615 8 .5878 .5645
n .3836 .4391 9 .3534 .4238
10 .4819 .4979
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TABLE 59
POINT .'rjLT I SERIAL CORRELATION 
FOR INDIVIDUAL ITEMS
(FMS)
Scale Item Gerr.cn French Scale I ten German French
p:is PMS
Interest Imr.o rtance
Part II la .0883 .4371 Part III 1 .5939 .5364
lb .6323 .6897 2 .2891 .6064
lc .7034 .5168 3 .7431 .6722
Id .2670 .2247 4 .4531 .1334
le .3762 .5352 5 .4809 .7276
3a .7630 .8047 6 .6925 .6638
3b .6643 . 7638 7 . 3341 . 7207
3c .7970 .7074 8 .5109 .3862
3d . 7923 .4623 9 .4499 .6603
3f .8019 .6837 10 .3273 .3275
3g .6218 . 7238 11 . 3190 .4595
3h .7894 .8573
Attitudes Attitudes
Part IV 1 .7373 .8792 Part IV 23 .4077 .5259
2 .5186 .5606 27 .4751 .5035
3 .4904 . 7699 29 .791 .7845
<1 .7980 .8182 30 .6666 .7996
5 .7624 .6595 31 . 7347 .7996
7 .7985 .7569 32 .6413 .7415
S .3612 .3705 33 .7350 . 7534
9 .7461 .5094 34 .5423 .4570
10 . 3549 .1769 35 .266 3 .1522
14 .5151 .6942 36 .1748 .2586
15 .7792 .7973 39 . 3111 .4815
16 .5723 .3221 42 .6481 .7303
19 .5854 .6005 43 .8614 .6559
20 .4197 .4195 44 . 5142 .2480
21 . 3735 .3143 46 .8406 .8342
22 .5635 .6044
Activities Satisfaction
Part V 1 .6735 .5055 Part VIA 1 .6723 .5301
2 .3047 .7333 2 .7966 .6872
3 .7265 .6096 3 .8994 .5804
4 .6480 .2697 4 .4744 .1441
5 .5300 .6049 5 .4916 .5671
6 .5216 .6876 6 .5849 .3223
7 .7537 .6216 7 . 7993 . 744 3
8 . 7898 .5020 8 .810 3 .5496
10 .5729 .6319
11 . 7744 .6319
12 . 3332 .3235
Satisfaction Studv Habits
Part VI3 1 .0227 -3S78 Part VII 1 .7189 .4637
4 .3656 .6302 2 .6912 .5003
6 .6235 .2037 3 .4769 .4772
7 .0633 .2140 4 .6089 .5884
9 .6993 .2282 5 .4798 .7387
10 .6738 .2.80 6 .6261 .3901
11 .7123 .1293 8 .650 3 .4630
12 .7123 .0455 9 .4934 .7381
10 .7145 .6198

















TABLE 60.--Chi Square Analysis for Second 
_________Language Attitude S c a l e _________
Questions 1, categories 1, 2, 3, 4 
refer to groups:
1 -- English
2 —  Spanish
3 -- Gcrciun
4 -- French
SD-ARE ANALYSIS F5R QUESTIONS. 1
1 2 3 total
1 u 19 2* 5*
2 * ia *5 67
3 2 5 9 16
* 6 12 27 *5
23 5% 105 162
ieNs cf TOTALS
l 2 3 T0T*l
: »23< • 392 1 <000
2 • 0 6 0 <269 •672 10)0
J • 125 • 3 l 3 •563 1-030
• 133 • 267 • tco i • 0 : 0
r*L »U6 • 297 • 577 l*0';o
II(la) O I  SSJARE analysis FUR QUESTIONS I I03WNI and 3 (ACRUSSI
II (lb)1 2 3 TOTAL
l 7 16 33 3*
2 30 25 12 67
3 6 7 3 16
* 20 13 9 -2
A w 63 59 57 179
:-I SS.ARE • 6 • 71J *• r. IT N & DEGREES OF FREEDOM AND A PR0BA0lLITY OF *3AB 
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P»CB0RTI3NS OF ROW TOTALS
1 2 3 TOTAL
c-i ss.are analysis for questions i ioohni and ia u c r o s s i
II(3g)
I .296 .370 •333 1 .090 1 2 3 total
2 • 368 • 338 •29a O c • e
3 .82A 1 13 21 21 59• 176 •900 1 *o ;c
a  • 5a5 • 386 •068 1 -000 2 18 32 17 67
TOTAL *932 . 3a* * 22A I *000
3 10 6 0 16
A 17 IP. 9 A A
C"1 SQUARE • 20., A297 »ITM b degrees of freedom and a probability of . 0 0 2 T :  t a l sa 77 A 7 182CONTINGENCY COEFFICIENT • .317
C"! SO-ARE analysis FOR QUESTIONS 1 (OOHNI AND 13 (aCNOSSI
LL-otRTi-Ng OF ROw TOTALS




















2 2A 30 1A Af
3 •625 •375 •000 I ‘000
3 2 9 5 16
A • 386 • a 09 • ?C5 1 *cco
13 18 13 AA
TO’Al • 31 9 • A 23 •25R I *030
TOTAL 59 76 A 6 181 C-I SQUARE • 12.3313 uITH 6 OEGREESCT'.TJSOenCy coefficient • <?3?
PROPORTIONS Ce ROa TOTALS
1 2 3 total
-'"I SOjaRE ANALYSIS for QUESTIONS 1
! .377 • 358 26 a 1 *000 1 2 3 total
2 .353 • A A l 296 1 -ODC
3 *123 • 563 •313 1 -090
1 ID 18 25 53
A -295 • A 09 •295 1 .o:c
2 25 26 17 68
TOTAL -326 • A 20 •25 a 1 .0 : 0
3 8 A A 16
A 21 16 7 AA
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• 2 7C 1009
O I  SOLARS • 10.003* RlTH 9 OEQREES OF FRfcEOOM AND A PROBABILITY OF .350 
CONTINGENCY COEFFICIENT • .22*
C«l SQUARE ANALYSIS FOR QUESTIONS 1 iDOkN i AND *0 I ACROSS|
IV (13)
1 2 3 * TOTAL
1 12 7 1* 21 5*
3 IS 19 37 9 70
3 6 6 3 2 1 7
* 11 18 1* 3 *6
total ** 50 58 35 187
PKrP OR 1 IONS OF ROh TOTALS
1 2 3 * TOTAL
1 223 • 130 •259 • 389 1 *000
2 31* .271 386 • 129 1 >000
3 353 • 353 176 • 118 l .090
* 239 .391 30* • 065 1 >009
TOTAL 235 .267 310 . 1R7 1 .000
C-! SQUARE ANALYSIS FOR QUESTIONS
1 2 3 * t o t a l
1 1 9 2 1 9 7 5 6
2 ia 2 7 1 8 5 6 3
3 5 1 0 1 1 1 7
* 1 3 2 C * 7 * 6
3 7 7 8 3 2 2 0 1 8 7
i o n s C F RO* TOTALS
1 2 3 * TOTAL
l  • 3 3 9 • 3 7 5 1 6 1 • 1 2 5 1 * 0 0 0
2 2 6 5 • 3 9 7 2 6 5 • 0  7* 1 * 0 0 0
3 2 9 * . 5 = 1 8 059 • 059 1 o o o
*  • 3 2 6 • * 3 5 CS7 • 1 5 2 1 * 0 0 0
T A L 3q5 • M  7 1 7 1 * 1 0 7 1 * 0 0 0
I09RN) AND *1 (aCRCSSI
IV (14)
CrI SCjARE - 7*5907 «ITN 9 DEGREES OF FREEDOM AND A PROBABILITY OF .BBS 
Cl 'INLEnCy COEFFICIENT • .196
C " I  SQUARE ANALYSIS FOR QUESTIONS 1 (DORN| AND *2 |ACROSS I
IV(15)
C»I SQUARE ■ 23*1759 *IIH 9 DEGREES OF FReEDO" AND A PROBABILITY OF .006 
LCi.TINLEnCY COEFFICIENT • .332
1 2 3 * TOTAL
1 2 2 2 2 7 h 3 9
2 3 1 2 5 a 5 6 9
3 5 6 6 0 17
* 2 * 1 2 5 5 * 6
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p'->»cRtioNS eF Ron totals
C»I SQUARE analysis for questions 1 t DO«N1
1 2 3 A TOTAL
1 10 17 1A 15 56
Z 30 Z1 12 6 69
3 5 7 Z 3 17
A zz 11 9 A A 6
total 67 56 37 28 188
PP<1P()RT IONS OF ROh TOTALS
1 z 3 A total
IV (33)
1 Z 3 A T O T A L
1 . 0 7 3 • I Z 7 • 2 7 3 . 5 2  7 1 > U 0 0
z • 0 1 5 • 1 1 8 • 3 6 8 . 5 0 0 1 . 0 0 0
3 • 0 0 0 • 1 7 6 • 1 7 6 .  6  A 7 1 > 0 0 0
A • 0 8 7 . 1 0 9 • 2 6 1 .  5  A 3 1 * 0 0 0
AL • 0  A 8 .  1 2  A • 2 9 6 . 5 3 2 1 . 0 0 0
C-l SQ-ARE • A . ; , 51 HlTrt 9 DEQREES OF FREEDOM ANO A PR08ABILI TY OF .90S COMI*. jEnCy COEFFICIENT « * IA 6
1 .179 







1 • 0 0 0  
1 >GCO




lOOhNi AND 10 IaCROSSI
total
IV (35)
3 • 29A •‘1Z • 11 B .176 1 >000 1 28 20 A A 36
A . A 7 8 •239 • 196 • 087 1 >000 2 20 AO 8 1 69
TOTAL 056 • 298 • 197 •1A9 1 *000 3 6 8 3 0 w
C-; SCJARE “ 15 ■ a & 5 8 *1TH 9 OeOREF.S 
CCNTINSE'.Cy COEFFICIENT * *276











“R;°ORTIONS OF R0»» TOTALS
CHI SCJaRE aNAuYSIS FOR o u e s t:ONS 1 ICC-NI ANO 9 (ACROSSI 1 2 3 A TOTAL
1 Z 3 A TOTAL
I V (34) 1 *500 • 357 • C7 I •071 1 * 0 0 0
1 A 7 15 29 5 5 2 *290 . 5 8 0 •116 • 0 1 A 1 *coo
2 1 8 25 3 a 68 3 >353 •A71 •176 • OOC 1 -COO
3 0 3 3 1 1 17 » • a  1 3 . a 5 7 •130 • ooo 1 .coo
*• A 5 12 2 5 A6 I-I'AL .388 • a 7 3 • 1 1 2 .027 1 * 0 0 0
VITAL 9 2 3 8 5 99 136 C-1 SQ.APE - 9 * 7 a  a  6 -ITH 
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F RpofR TIPNS 3F ROW TOTALS
CHI SQwARE analysis for QUESTIONS 1 IOOi.NI ANO 26 (ACROSSl l 2 3 TOTAL
1 2 3 TOTAL
V(5) 1 .148 • 22 2 • 630 1 . 0 0 0
1 8 47 56 2 .662 • 230 • 088 1 . 0 0 0
2 12 32 25 69 3 .647 .353 • 0 0 0 1 . 0 0 0
3 3 10 A 17 A .652 .239 • 109 1 . 0 0 0
» 16 25 5 4 6 1 T’AL .508 . 2 4 9 •2 a 3 1 .oco
TOTAL 32 73 81 188
PHrpeRTIONS OF RON TOTALS
C-I St 
it.
-ARE •  6 2  
'.E'.CY COE
. 1 4 8 4  - I T H  6  OEQREES 
FFICIE-T - .501
1 2 3 TOTAL
1 «01 8 . I A 3 .839 1 . 0 0 0 c -1 s o -ARE ANALYSIS FOR QUESTIONS 1
2 -174 . A 6 A •362 1 - 0 0 0 1 2 3 TOTAL
3 • 1 76 .388 •235 1 "O'JO l 13 27 14 56





•4 21 I- 0 0 
ACCURATE--CHECK TABLES 3 11 A 2 17
A 36 10 0 46
ChI SU.APE - 5 3 . 3 6 9 a «ITH 6 DEGREES 
CONTINGENCY COEFFICIENT - .A 9 0
OF F R E E D O M ANO A PROBABILITY OF . 0 0 0 total 103 57 26 186
V (7)
C H I  S Q J A R E  A N A L Y 9 1 S  F O R  Q J E S T I O N S  1 I D O h N I  AN O  2 7  ( A C R O S S l
V (6)
F S - P C H I  I O N S  O F  R o n  t o t a l s
I 2 3 TOTAL
1 2 3 TOTAL
1 8 1 2 34 5 a
2 4 5 1 7 6 6 8
J 1 1 6 0 1 7
A 3 0 1 1 5 A 6
T3T XL 9 4 4 6 4 5 1 6 5
1 • 2 6 8 . 4 9 2 • 2 5 0 l  . o o o
2 . 6 1 2 •  2 3 9 • 1 4 9 1 . 0 0 0
3 . 6 4 7 . 2 3 5 > 1 1 8 1 . 0 0 0
.  7 8 3 • 2  1 7 • 0 0 0 i  . o o o
y a l . 5 5 4 . 3 0 6 • 1 4 0 1 . 0 0 0
C-: SO-A“E ■ 28.6167 «ITH 6 OEOREtS IlF FR‘f'JOM ANO A PROBABILITY OF *000 
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PRCP8RT IONS CF ROW TOTfLS
1 2 3 total
1 >182 • A 77 •3*1 1 .030
2 • 205 .*55 •3*1 1 .ooc
TOTAL • 193 . *66 •3*1 1 -ooc
CHI SQUARE « <0832 WITH 2 OEOREES OF FREEDOM ANO A PROBABILITY OF .jgj 
Ct'Nf |N0£nCy CCLFFICIE IT • .031
Fl'PC*11CNS CF R7w TOTALS
1 2 3 total
1 8*1 .000 "159 1 .000
2 791 •070 *1*0 1 .000
TOTAL 816 •03* *1*9 1 .000
c-: sq-are - l.Aoia -it« 2 d e o r f . e s  of freeoom ano a probability bf .*36
LV.TINUENCy COEFFICIENT • . 12s
C"I SQUARE ANALYSIS FOR QUESTIONS I iDflwN) ANO IS (ACROSSl
1 2 3 total
[■'actor ] 3
1 7 6 30 *3
2 9 11 22 *2
TOTAL 16 17 32 83
PW8 P9RTIONS of ROh TOTALS
1 2 3 TOTAL
1 .163 • 1*0 • 698 1 .000
2 •21* • 262 • 32* 1 >000
total .188 .200 •612 1-000
C-'I SOuaRE * 2-9*00 w i t h  2 OEOReeS Sr FR££OOM ANO A PR0BA8ZL1T Y OF .230 
CCNTINJfnCy COEFFICIENT - . I P3




t : t a l  u  e
PROPORTIONS of ROW TOTALS
1 2 3 TOTAL
1 . 11* .091 •795 1 .oco
2 . 1*0 .093 • 767 I -COO
total • 126 • 092 •782 1 .000
C-: SQUARE - .0032 w i t h  2 OEORECS CF F R E E D O M  ANO A PROBABILITY OF .958 
C' . ' NT 1NJENCY COEFFICIENT ■ .006
total
C«I SQUARE ANALYSIS FOR QUESTIONS I (DOWN) ANO 16 (ACROSS) 
1 2 3 TOTAL
Factor 14
1 37 0 7 * *
2 3* 3 6 *3
U'TAL 71 3 13 87
C-: SQwARE AIIALY-ilS FOR OULSTIO'IS I (OOWNI ANO 18 (ACROSSl 
1 ? 3 TOTAL Factor 16
1 2 12 30 **
2 7 * 33 **
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pr opc rti9ns or ROh totals
I 2 3 TOTAL
i • 791 .116 •093 1 .000
2 .651 • 233 •116 1 .000
total .721 • 176 • 105 1 .000
C"I SQUARE • 1*»A99 HlTH 2 OEQREES OF FREEDOM AND A PROBABILITY OF • ABO 
CONTINGENCY COEFFICIENT - .130
“B;P0HlIONS OF P1h TOTALS
1 2 3 total
1 .909 .000 *091 1.000
2 .791 • 093 • 116 1 *000
CTAL .851 . 0 A 6 • 103 1 .000
C-I SCoARE * 2*BN97 *ITH 2 DEGREES OF FREEDOM AND A PROBABILITY OF .J7J 
CO'.'TINGEnCy COEFFICIENT • • 169
C«: SOJARE ANALTSI5 FOR QUESTIONS 1
1 2 3 TOTAL
1 16 3 26 *» 3
2 13 7 16 *•2
TOTAL 35 10 *0 35
pw.PORT IONS OF TOTALS
1 2 3 total
1 372 • 070 • 5sa 1 *0:0
2 652 • 16 7 •301 1*000
TCtal 612 • 110 •671 1 *000
CHI SQUARE - 2*200 «ITH 2 DEGREES OF 
C'MINGEnCY COCEEICIEU • * 159
ini AND 23 |«CR0S9|
Factor 21
FREEDOM ano a PROBABILITY OF *332
C M  SQUARE ANALYSIS FOR QJES TIONS 1
1 2 3 TOTAL
1 61 1 2 *1 6
2 35 6 2 63





1 *932 • 023 •0*5 1 *000
2 -916 . 1*0 •C67 1 .000
TOTAL *876 • 080 •0*6 1 *oco
C"l SCJARE • 2*6035 WITH 2 DEGREES 
CONTINGENCY COEFFicie, .t >> .170
I D O h N I  AN D  2 9  i a C R O S S )
Factor 2 3
FREEDOM and A PROBABILITY OF *272




T O T A L
1 2 3 total
Factor 22
1 2 3 TOTAL
60 0 6 66 1 26 6 1* 66
36 6 5 63 2 26 6 1 0 6 6
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proroRtions of R1« TOTALS PA.p.AT IONS eF NOR totals
i 2 3 TOTAL 1 8 3 TOTAL
l . 36* • 386 *250 1.000 1 • 705 .000 ■295 1 .000
2 .395 .3*9 *256 1 .000 2 -651 • 093 >256 1 >000
TOTAL .375 .368 •253 1 .000 TS'Al . 0 7 8 .0*6 •276 1 -000
CHI SQJARE • . 1 a <8 R UM 
CONTINGENCY COEFFICIENT
2 degrees of 
• »0»I
freedom and a probability of . 9 3 1 c -! !IaaRE • 2.3713 RlTH 2 DEGREES 1 CONTINGENCY CCEFPIC!E*T . .163 OF freedom and a probability
C«I SQL'ARE ANALYSIS FOP OUESTI 9NS 1 IDC-iNI AND 51 iaCROSS) C-: AC.ARE ANALYSIS FOR QUESTIONS l IDOwN) and 53 I ACROSS|
1 2 3 total
Factor 49
1 2 3 TOTAL Factor 51
I 1* 8 20 * * 1 20 5 18 *3
2 15 17 12 A * 2 I* 5 2 A *3
TOTAL 31 25 32 "3 T S T *L 3* 10 *2 86
PR".->0RT IONS OF ROrf TOTALS PR'.’"* i I ONS OF R1R TOTALS
I 2 3 total 1 2 3 TOTAL
J • 36* .182 • A 55 1 *oco 1 »*65 ■116 • A19 1 >000
i .3-1 . 386 •273 l *o:o 2 *326 >116 •558 1*000
total .Jt>2 • 88* •36* 1 *o:c TCTiL .395 • 116 • A89 1 >000
Chi SuUARE - 5.8783 hITh 
CONTINGENCY COEFFjciE'iT
1 2 DEGREES OP FREEDOM AND A PROBABILITY OF .072
« .238
O :  SC.ARE • 1*9163 WITH 
Cr.TlME'.CY coefficient 2 DEGREES OF FREEDOM AND A PROBABILITY i • .1*8
Cn) SQ.ARE ANALYSIS FOR OUESTI OnS 1 (DORN 1 ANO 52 | ACROSS 1 Chi sc.are AN.lysis for questions i (OOxNI ANO 5* IACHOSS)
1 2 3 total
Factor 50
1 2 3 TOTAL
Factor 52
1 31 0 13 A A . 35 0 8 A 3
’ 28 * 11 A3 1 31 3 13 A A



















P R O P O R T I O N S  O F  R O w  T O T A L S
1
2
T O T A L
1 2 3 T O T A L
• 8 l « • ODD • 186 1 *000
* 703 • 068 * 227 1 *oro
.  7 5 9 • 0 3 A • 2 C 7 1 *oco
P R O P O R T I O N S  O F  HOW T O T A L S
1
2
T O T A L
i 2 3 T O T A L
1 3 6 • 1 3 6 • 7 2 7 1 . 0 1 0
0 9 3 • 3 0 2 • 6 0 9 1 . 0  i n
U S • 2  1 R • 1 . 6 7 1 * 0 1 0
h i  S Q U A R E  -  1 * 1 3 7 0  W I T ”  2  O E Q R E E S  O F  F R E E D O M  A N O  A P R O B A B I L I T Y  O F  . * 6 *  C ’' 1 s , j p a : , e  *  2 » a 3 7 6  *■ 1 T H i D E G R E E S  O F  F R E E D O M  A N D  A P R O B A B I L I T Y  OF * 8 9 6
O s T I N G E n CY C O E F F I C I E N T  ■ . 1 3 2  C ' . T I N j E n CY C O E F F I C I E N T  •  . 1 6 1
C j
C
C H I  S Q U A R E  A N A L Y 3 I S  F O R  Q U E S T I O N S  J l O O W N )  ANO 1 5  ( a C R O S S i
Factor 53
1 2 3 t o t a l
1 3 2 2 9 A 3
2 2 1 8 1A A 3
T O T A L S 3 1 0 2 3 8 6
P R O P O R T I O N S O F  R*)w 
1
T O T A L S
2 3 T O T A L





P T - P O R T I O N S  O F  R o w  T O T A L S
1 2  3  T O T A L
1 2 3 t o t a l
18 2 2 4 M
1 8 4 2 1 o
3 6 6 4 5 8 7
t • 7 4 4 . 0 4 7 • 2 0 9 1 . 0 0 0 1 • 6 0 9 • 0 4 5 • 5 4 5 1 * 0 0 0
2 .  4 8 8 • 1 8 6 • 3 2 6 I  * 0 0 0 2 • M  9 • 0 9 3 • 4 8 B I  * 0 0 0
t o t a l • 616 • 1 1 6 • 2 6 7 1 * 0 0 0 T e TAL • 4 1 4 • 0 6 9 • 5 1 7 1 * 0 0 0
C m I  S Q U A R E  -  6 * 9 7 0 0  W I T H  2  D E 3 R E E S  O F  F R E E D O M  AN D  A P R O B A B I L I T Y  O F  * 0 3 1  C ' 1 S C l j A , ’ £: “  * 8 a * 1  w I T h  2  C E S R E E S  C F  F R E E D O M  A N D  A P R O B A B I L I T Y  O F  * B B 9  
- -  ----  - ......................... ...... - -  'f'.J J N j E n C y  C C E F F I C I E N T  ■ * 0 5 3C O N T I N G E N C Y  C O E F F I C I E N T  •  .  2 7 A
C h i  S Q U A R E  A N A L Y S I S  F O R  Q U E S T I O N S  1 I O O W N I  A N O  1 6  ( A C R O S S I  
1 2  3  T O T A L
Factor 54
i 6 6 3 2 •» %
4 1 3 2 6 - 3
A u c
C » I  S Q U A R E  a n a l y s i s  FL’ P  Q U E S T I O N S  1 I O O W N I  A N O  9 8  ( A C R O S S )  
1 2  3  T O T A L Factor 57
1 4 1 1 2 H <t
2 9 1 0 *» *•




























































0 1 2 3Factors N X N X N X
1 1 2-27 8 18 13 10 22.73 25 56 82
2 1 2*27 21 47 73 16 36*34 6 13 64
3 4 9 09 35 79.55 5 11 36
M 1 2-27 34 77 27 2 4 .55 7 15 91
S 42 95 45 2 4 5b
6 24 54 55 5 1 1 .36 15 34 09
7 1* 31 82 2 *•55 28 63 64
8 10 22 73 9 20.46 25 56 82
9 4 9 09 26 59 . 09 1 4 31 82
10 11 25 00 22 50 .00 1 1 25 00
11 34 77 27 I 2*27 9 20 4 5 ~
12 8 18 18 21 47.73 1 5 34 09
13 L 1 2-27 7 15 91 6 13. 6» 30 63 18
14 37 84 09 7 15 91
15 5 11 36 4 9 . 09 35 79 55
16 2 4 55 12 27.27 30 68 18
17 1 2-27 4 9 C9 7 15.91 32 72 73
18 26 59 09 2 4.55 16 36 36
19 34 77 27 t» 9 «C9 6 13 6 4_
20 1 2« 27 34 77 27 5 11.36 4 9 0 9
21 1 2-27 16 36 36 3 6.82 24 54 55
22 40 90 91 4 9 09
23 4 1 y j ~ r s — "'1  ' 2.27 2 4 S b
2!* 24 54 55 6 13.64 1 4 31 82
25 20 45 45 3 6 .82 Hi 47 73
26 3-3 Is 00 1 1 25 OCT'
27 21 47 73 5 11.36 1 8 40 91
25 22 50 00 6 13.54 1 6 36 36
29 33 7b 00 6 13.64 S 11 35~
30 40 90 91 1 2.27 3 6 82
31 42 95 4 5 2 4 55
32 24 54 55 2 4 . 55 1 8 40 91
33 36 81 82 3 6.82 5 1 1 36
34 33 86 36 6 13 64
35 42 95 4 5 2 4 55
36 18 40 91 1 8 40.91 8 18 18
37 23 52 27 8 18.18 1 3 29 55
33 U 25 00 1 2.27 32 72 73
39 41 93 IS 1 2.27 2 4 55
40 1 2 27 18 40 91 12 27.27 13 29 55
41 1 2.27 " 20“ J.5 4b 6 13-64 17 38 64
42 27 61 35 3 6.82 1 4 31 82
43 6 13 64 23 6 3.64 1 0 22 73
44 4 9 09 3 18.18 32 72 73
45 3 6 82 39 8 8 . 6 4 2 4 55
ii $ 2 4 55 40 90.91 2 4 55
47 3 6 82 33 75.00 8 la !«
43 16 36 36 17 36.64 1 1 25 00
49 16 36 36 8 18.18 20 »S 4 5
50 31 7o 4 5 13 29 55
51 1 2-27 2 0 45 45 5 JLL-36 13 40 91
52 1 2*27 3b 79 55 8 IS 18
53 1 2*27 32 72 73 2 4.55 9 2 0 45
54 6 13 64 6 13.64 32 72 7355 18 4 0 91 2 4.55 24 54 55
S6 41 93 18 1 2-27 2 4 55
57 41 93 IS 1 2-27 2 4 5b
S3 34 / 7 27 2 4 . 55 8 18 18
59 37 84 09 1 2 . 2 7 6 13 64
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TABLE 63.— Frequency of Resnonscn of Students
(Classification of Factors)
(N - 45)
Factors 0 1 2  3N X  N X  N X  N X
































3 3". "3 313 3 6.65 9 20* 00 1 1 2 4.44 22 48*89m 2 4.44 34 75*56 3 6*67 6 13* 3315 2 4.44 6 13*33 4 8 . 89 33“16 1 2.22 7 15*56 4 8 . 89 33 7 3 . 3 317 2 4.44 5 11*11 1 1 24.44 27 60* 0018 2 4.44 25 55*56 ' T " "207 00 9 20”. 01319 2 4.4 4 33 73*33 7 15* 56 3 6*6720 2 4 . 44 28 62*22 10 22.22 5 11*1121 0 0 ■ 00 13 42*22 7 15.56 16 35* 552? 2 4.44 34 75*56 4 8. 89 5 11*1123 2 4.44 35 77*78 6 13.33 2 4.4*24 1 2.22 26 57*78 8 17 .Ts "lO 22.22"25 1 2.22 25 55*56 7 15*56 12 26 * 6726 2 4.44 3b 77*73 2 4 . 4 4 6 13*3327 1 2.22 16 35* 56 10 ~c 2 . 2"2 18”23 2 4. 44 16 35*56 1? 26.67 1 5 33* 3329 1 2.22 26 57*78 10 22. 22 8 1 7. 7830 2 4. 44 31 68 . 89 D 11*11 7 l5“*"5F31 2 4. 44 36 80*00 5 11*11 2 4 . 4 4
32 2 4. 44 13 40*00 7 15.56 18 4  0 * 0U33 2 4.44 2V 5""3. 33 ' 11 24.44 S *T7 . 78
34 2 4. 44 23 64.4-4 6 13.33 8 17.78























4 8* 89 








'2 4.4449 1 2.22 15 33*33 17 37. 78 1 2 26 •  67SO 2 4. 44 28 _.6 2*22 A 8 . 89 11 24 . 4 451 2 4. 44 1* 31*11 5 11*11 24 ~5 3 . 33"52 1 2.22 31 68 *89 3 6 . 6 7 10 22*2253 2 4. 44 21 46*67 8 17.78 1 4 31*1154 2 4. 44 4 8 • 59 13 T *  . 8g "57T7855 2 4.44 1 8 40*00 4 8.89 21 4  6*6756 1 2.22 23 6 4  * 4 4 5 11*11 10 22*2257 2 4.44 31 68*89 5 11*11 7 1 5 * 5658 2 4.44 3 3 73.33 10 22.2253 1 2.22 35 77*75 4 8.89 5 1 1 * 1 1
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TABLE 64.— Frequency of Responses of Teachers and Students














1 3 3 37 4 4.49 23 25.84 32 35.96 27 30*34
2 1 1 12 2 2« 25 22 24.72 27 30*34 37 41 .57
3 2 2 25 5 5.62 38 42.70 22 24.72 22 24.72a 2 2 25 6 6 74 11 12.36 29 32-58 27 30.34 14 15. 73
5 1 I 12 4 4 49 12 13.48 29 32.58 _ 28 3 I . *6 15 1 6 .856 c.’ 2 25 5 5 62 11 12*36 2 8 31*46 22' 24'; 72 21 23*60
7 1 1 12 3 3 37 4 4.49 13 14.61 29 32.58 39 43 .82
8 5 5 52 6 6.74 24 26.97 20 22*47 34 33*20
9 1 1 12 19 2 l .35 3 7 41.57 24 "26.'97 8 8.99
10 2 2 25 7 7.87 1 9 21-35 39 43.82 22 24 . 72
11 1 1 12 3 3 37 8 8. 99 38 42. 70 24 26.97 15 16.85
12 1 1 12 5 5 • 62 14 15.73 39 43.82 30 33.71
13 1 1 12 1 1 12 2 2*25 7 7.87 25 28 . 09 53 59 *55
14 5 5 62 14 15.73 33 37.08 25 28.09 12 13.48
15 1 1 12 5 5. 62 28 31 .46 39 43.82 1 6 17.9816 1 1 12 3 3 37 5 5.62 30 33-71 37 41.57 13 14.61
17 2 2 25 2 2 25 2 2*26 8 8.99 21 23.60 54 60*67
18 1 1 12 3 3.37 22 2 4. 72 "39 43.82 2^ 26.97
19 1 1 12 8 8. 99 26 29*21 30 33.71 24 26.97
20 1 1 12 4 4 49 9 10.11 30 33.71 25 28.09 20 22 .47
21 y 2 25 2 2 25 1 7 19.10 34 38-20 21" 2 3*60 • 3 14.61
22 1 1 12 3 3 37 3 10.11 32 3 5 . 9 6 31 34.83 1 3 14.61
23 1 1 12 8 8 39 24 26.97 32 35*96 18 20-22___ 6 __6 .7 4
29 2 2 25“ 2 2-25 1 1 12.36 ' 33 3 7. OS 4 1 ~ 46 «07
25 9 10 1 I 11 12 . 36 22 24 . 72 23 25.84 24 26.97
25 5 5 62 1 1 12.36 30 33.71 31 34.83 12 13.48
27 1 1 12 5 5.4? 3 2 35.96 27 30-34 24 26.97
28 1 1 12 1 1-12 20 22.47 34 33.20 3 3 37.08
23 9 10 1 1 8 8 .99 27 30 .34 22 24.72 23 25.84
30 2 2 25 16 17.98 '2 9 32 .5 8" '24 26.97" 1* 20*22
31 1 1 12 7 7.87 23 25.84 39 43.82 19 21 .35
32 2 2. 25 1 8 20-22 36 40-45 33 37.08
33 " 3 3 37 7 7.87 20~ "22 . 4 7 “ 34 38.20 25" 28.09
39 I 1 12 17 19 10 17 19.10 26 29.21 23 25-84 5 5.62
35 7 7 87 12 13.48 3» 38.20 25 28.09 11 12.36
36 5 5 6 2 9 1 C • 1 1 2 9 32.58' 2 8 “ 3'1. 46 13 “2(5V2'2
37 1 1•12 5 5 62 7 7.87 1 9 21 .35 29 32-53 28 31 .46
38 1 1•12 17 21 35 25 28 . 09 26 29*21 10 1 1 .24 8 8 .99
39 4 4 49 9 10-11“ 29 “ 32.58-- 27'- 3 0 7 3 4-- 2c • ̂ 7
40 2 2 25 1 1*1? 6 6*74 26 29-21 54 60 *67
41 1 1•12 10 11 24 16 17.98 33 42.70 17 19*10 7 7.87
42 14 15773- l‘S 16.86 42 47.19 " "l'l -'12.36- 7 / . 81
43 _2 _2 25 4 4.49 17 19* 10 37 __4 i.57__ 29 32*5844 2 2 25 9~ 1 C • 1 1 32 35.96 3 6 40*45 1 0 11 >24
45 1 1 12 2 2.25 19 21 • 35 37 41 .57 30 33.71
46 I 1 12 9 10*11 26 29.21 35 40.45 1 7 19*10
47 1 1 12 8 8.39 31 34.83 30 3 37 7 i 1 9 21". 35
43 1 1*12 9 1 0 . 1 1 25 28 • 09 54 60 *67
49 2 2 25 3 3 . 37 24 26 .97 41 46*07 19 21 *35
50 3 10 11 11 12.36 35 39.33 25 28.09 9 10*11
SI 2 2 •25 3 3 37 5 5 . 62 *0 44.94 31 34.83 3 8.99
52 1 1•12 7 7 87 10 I 1 . 24 30 33.71 26 29.21 IS 16*85
53 1 1•12 I* 15 73 13 1 4 • 6 1 25 "23TJ9 24_ 26.97 12 13.4854 2 2 25 4 4 .49 25 28 «o9 26 29.21 32 35.96
55 1 1 12 8 8.99 17 l9«i0 32 35.96 31 34 . 83
S5 3 10 1 1 7 7 .87 '15 1 6 . «5 “ 23 31 .46 30 “33V7f
57 5 5 62 19 21 . 35 35 39.33 1 7 19.10 13 14.61
58 3 3 37 9 10- 1 1 29 32.58 27 30*34 21 23.60
59 1 I• 12 3 1 0 1 1 8 8. 99 24 26-97 " 31" 34.83 1 6 17.98
TOTAL 
n : 89
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TABLE 65.— Interval Scale Values of 
the 59 Factors
Factor Teachers Students
ULI v a l u e VALUE
1 • 7566 •7233
2 •9169 • R 1 8 9
3 •6233 •5196
4 • 4 126 •2158
c • 3325 • a 604
6 • 5986 •3198
7 1 • 1644 • 3336
8 \ *0963 • * 7 7 7
9 • ooou •2698
10 • 6869 •6537
U • 2942 •45* 4
12 •9704 • 751 1
13 1 >3658 1 . 4826
14 • 1675 •3230
15 •6236 •5701
16 •5080 • 4 4 1 3
17 1 *3963 1*3375
18 • 81 4 3 •6413
19 • 7203 •5132
20 •6744 •3293
21 • 3307 • 2500
22 • 4443 •3378
23 -•3126 -•1559
24 1 •3084 1 *0565
25 • 3 5 “ S •5801
2b • 2658 •3131
27 • 771 4 • 4735
28 • 8698 ■ 9979
29 ■ 5937 • 2713
30 • 4311 • 3675
31 • 7753 •4732
32 • 9934 • 7604
33 • 7085 • 5721
3* -•1131 -•3088
35 • 4 4 1 6 -•0*94
36 • 5005 •3770
37 • 9286 •5615
38 -•2311 -•4983
39 • 4980 • 4 58 1
4C 1*4462 1 .9132
4 1 -•062 1 -•3520
*2 -•014 7 - • 3352
*3 • 9394 •6504
44 • 4285 •3323
45 •9479 ■ 7 1 32
4b •5641 • 4753
47 • 6006 • 4339
48 * ; U-* w 1 • 1381
49 • 667 3 • 3875
50 • 242/ •0595
51 • 4775 • 208 1
52 • 2905 • 3758
53 •2599 - • 1650
54 • 6888 • 9644
55 • 7554 • 7633
56 1 •3145 •2889
57 • 2796 •0343
58 • 4601 ■ 6064
59 •6141 •0501


















PROPORTION OF TIMES EACH CATEGORY 




1 2 3 4 5 6
1 Aptitude .214286 .142857 .357143 .190476 .0714286 .0238095
2 Motivation .5 .238095 .119048 .0714286 .0238095 .0476190
Teachers 3 Age .238095 .0238095 .119048 .0952381 .190476 .333333
4 Empathy 0 .119048 .190476 .238095 .190476 .261905
N = 42 5 Methodology .0952381 .0352381 .190476 .285714 .166667 .166667
6 Attitude .285714 .404762 .0476190 .0714286 .142857 .0476190
1 Aptitude .244444 .288889 .177778 .155556 .066667 .066667
2 Motivation .355556 .244444 .111111 .088889 .133333 .066667
Students 3 Age .155556 .177778 .177778 .133333 .088889 .266667
4 Empathy .022222 .155556 .177778 .177778 .133333 .333333
N => 45 5 Methodology .111111 .111111 .244444 .088889 .288889 .155556
6 Attitude .266667 .133333 .222222 .222222 .044444 .111111
1 Aptitude .229885 .218391 .264368 .172414 .068966 .045977
2 Motivation .425287 .241379 .114943 .080460 .080460 .057471
Total 3 Age .195402 .103448 .149425 .114943 .137931 .298851
4 Empathy .011494 .137931 .183908 .206897 .160920 .298851
N = 87 5 Methodology .103448 .103448 .218391 .183908 .229885 .160920
6 Attitude .275862 .264368 .137931 .149425 .091954 .080460
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